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Abstract
This Organizational Improvement Plan (OIP) explores the needs of early adolescents
transitioning into a high school context. As they enter their new school (referred to as PJSHS) for
their Grade 8 year, students exhibit challenging behaviours, lack engagement in class work, and
have difficulty meeting teacher expectations. Through a theoretical construct related to
attachment theory and stage–environment fit theory, two significant student needs are identified:
first, for relationships with teachers and peers, and second, for classroom environments and
pedagogy to be a right-fit for students’ developmental executive functioning capacities. Teachers
at PJSHS are predominantly subject specialists who lack the knowledge, understanding, and
skills to meet young adolescents’ needs for relationships and right-fit. Through an exploration of
transformational, distributed, and instructional leadership approaches and analysis of the school
organization, this OIP explores possible solutions that ethically address students’ needs by
shifting the long-standing school culture where senior high school structures and practices are
applied to students of all ages. The proposed solution discusses the establishment of teacher
advisory groups as means to meet the relationship and right-fit needs of Grade 8 transition
students. The solution also holds promise of shifting the prevailing high school culture to one
that is more equitable and ethical for all students. Appreciative inquiry is the model for change
implementation and aligns with the social-constructivist construct and mission of empowerment
evident at PJSHS. Through the collaborative work of teachers, the culture at PJSHS can shift
through co-construction of the desired future state to meet students’ needs.
Keywords: adolescents, relationships, executive functioning skills, transformational
leadership, appreciative inquiry, social-constructivist

iii
Executive Summary
The focus of this Organizational Improvement Plan (OIP) is to address needs specific to a
rural Alberta junior and senior high school. The school, Pineview Junior Senior High School (a
pseudonym), serves Grades 8 through 12 students from elementary schools in adjacent small
towns and rural hamlets. The school has served generations of rural families and has developed a
culture of being a high school—the last leg of the educational journey for students. This culture
has been co-constructed over time through the actions of stakeholders, especially teachers, who
are mainly secondary-trained subject specialists who have taught at the school for most of their
careers.
The school and its governing school district have mission statements related to
empowering and supporting students so that each individual achieves success. These missions
are aligned with provincial legislation regarding inclusive learning environments that meet the
needs of every student. The missions and legislation, however, are not realized for Grade 8
transition students.
Students transition into their new school environment exhibiting a lack of school
engagement, insufficient motivation in academic work, and challenging behaviours. Teachers
express their frustration with Grade 8 transition students, and parents are also frustrated as they
try to understand why the change in school environment has resulted in issues not experienced in
their children’s elementary schools. Overall, the challenges both students and teachers
experience indicate that not all students are achieving success, and though each new school year
starts with a new and unique cohort of Grade 8 transition students, the same general challenges
are experienced every year.
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The Problem of Practice explored in this OIP relates to the needs of Grade 8 students, or
early adolescents, transitioning into a new school. Qualitative and quantitative school data from
stakeholders indicate that Grade 8 transition students’ needs are not being met. School-based
data reflect limited meaningful relationships among students and their teachers and peers. The
result of lacking connections among students is poor academic achievement and school
engagement (R. M. Ryan & Deci, 2000a, 2000b, 2017; Wang & Eccles, 2013). Further, school
data demonstrate that Grade 8 transition students experience difficulty meeting teachers’
expectations, and students report feelings of stress and anxiety as a result. Young et al. (2011)
posited secondary school environments are misaligned with the developmental capacities of
young adolescents. This is due in large part to the significant brain reorganization and
development that occurs during adolescence (Mears, 2012). The physiological processes
occurring during adolescence contribute to weak executive functioning skills (EFS) such as
organization, time management, and emotional control. Absent or reduced EFS during
adolescence contributes to students’ challenges in meeting the demands of a high school
environment (Eccles & Roeser, 2009; Symonds, 2015).
Solutions explored to address Grade 8 transition students’ needs relate to shifting teacher
practices and attitudes. The senior high school expectations, classroom environments, and
pedagogy must shift in order for the youngest adolescents’ needs to be met. The school staff are
caring people who are willing to collaborate and take on leadership roles, but they require
training and guidance to determine what to do and how to do it.
Through transformational, instructional, and distributed leadership approaches, school
staff will be guided to implement teacher advisory groups (TAGs) through an appreciative
inquiry approach. TAGs address students’ needs for relationships (D’Amore, 2013; Shulkind &
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Foote, 2009) and a developmental right-fit (Eccles & Roeser, 2009). Moreover, the training and
on-site coaching teachers receive to fully implement advisory groups will assist teachers to shift
their perceptions of young adolescent students and develop skills to meet their needs. The
advisory program has the propensity to also shift the predominating senior high culture at the
school as, overtime, it becomes a stable and routine program that is embedded in the school and
experienced by all members.
Teachers will have opportunities to collaborate and gain a sense of empowerment as they
implement TAGs, monitor and evaluate the program’s implementation, and create a plan for
communication with parents, students, and professionals from the feeder elementary schools.
The school at the center of this OIP has the potential to shift the culture to one that is more
inclusive and responsive to all adolescents, by meeting students’ needs for relationships and
right-fit through establishment of advisory groups.
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Definitions
Executive Functioning Skills: High-level cognitive functions developing into early adulthood
responsible for behaviour regulation which allows for pursuit of longer-term goals and
navigation of challenging tasks or environments (Dawson & Guare, 2018).
Grade 8 Transition Student: A student who has left their elementary school after completing
Grade 7 and transitioned into PJSHS for their Grade 8 year.
Teacher Advisory Groups: A school-based program where groups of students are assigned to a
teacher-advisor, “who nurtures, advocates for, and shepherds through school the individuals in
that group” (C. G. Cole, 1992, p. 5).
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Chapter 1: Introduction and Problem
A lack of support for social and intellectual development can increase challenges young
adolescent students experience during school transition (Symonds, 2015). Such challenges
manifest as increased negative behaviours and decreased academic engagement, which is evident
among Grade 8 transition students at Pineview Junior Senior High School (PJSHS; a
pseudonym). The Organizational Improvement Plan (OIP) seeks to improve teaching practices
and school planning structures to better meet the needs of early adolescent transition students.
Chapter 1 of this OIP begins with the organizational context of PJSHS and explores the
history, culture, and values that have resulted in long-standing practices and beliefs. Next, I share
my leadership position and worldview to provide context for how I view the problem of practice
(PoP). The PoP is framed by theoretical frameworks, and guiding questions are shared. The
chapter ends with an analysis of the organization’s readiness for change.
Organizational Context
The first few days of Grade 8 at PJSHS have always been exciting and full of positivity.
Unfortunately, the enthusiasm of students and staff diminishes within weeks of each new school
year. I noticed this within my first few years as assistant principal, and this still holds true in my
current role as principal. Each fall, as September comes to a close, challenges arise among the
Grade 8 cohort as is evidenced by a significant increase in office and counseling referrals for
attendance, academics, and challenging behaviours (PJSHS, 2020a, 2020b, 2020c). Noting these
similar patterns year after year with each new and seemingly unique group of students indicates a
similar and recurring problem that needs to be addressed.
PJSHS is the only junior and senior high school on the East end of Grande Forest School
Division (GFSD; a pseudonym). Students from several elementary feeder schools transition into
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PJSHS for their Grade 8 year. For the remainder of this OIP, when I refer to Grade 8 transition
students, I am drawing attention specifically to the Grade 8 cohort of students transitioning from
their elementary feeder schools into PJSHS.
Most students who transition into Grade 8 at PJSHS will remain in the school until
graduation. Over a significant length of time, Davis (2006) indicates that teachers have an
incredible opportunity to influence students’ emotional and academic skills. This begins by
instilling in students a sense of belonging through relationships, which will improve motivation
for school endeavors. However, PJSHS school-based data indicated Grade 8 student belonging
and motivation has not yet been attained.
PJSHS Grade 8 transition student survey data clearly indicated that throughout their first
year at PJSHS, more than half of students felt lonely and sad, as a result of having too many new
teachers and students to get used to (PJSHS, 2020c). Survey data also indicated 63% of students
felt stressed and anxious throughout the year due to challenges in forming relationships with
peers and teachers, and meeting increasing academic expectations. Data gathered from PJSHS
electronic log entries reflected 48% of Grade 8 students had at least one office or counseling
referral within the first four months of the school year for issues related to peer relationships,
teacher defiance, poor attendance, or habitual incompletion of class assignments (PJSHS,
2020b).
Since each year brings new students with similar challenges, exploring factors that may
be hindering the sense of belonging and connection for Grade 8 students is a necessary
undertaking if improvement is to be realized. Driskill and Brenton (2005) have suggested
analyzing the history of an organization to determine root causes of recurring patterns.
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History
The history of the school traces back to the early 1900s. Farming families settled in and
around the town of Pineview (a pseudonym) and worked together to build a one room
schoolhouse for children of all ages. Over time, the town and outlying feeder communities grew,
and the one room school was no longer big enough to support the student population. In 1960,
Pineview High School (PHS) was built (PJSHS, n.d.-a.), leaving the original one room school for
elementary students. Rural population growth continued, and the establishment of the regional
school district resulted in several other small elementary schools being built in the communities
adjacent to Pineview. No other high schools were built, so the outlying community elementary
schools became feeder schools bussing students into Pineview to attend PHS for Grade 8
onward.
As Tieken (2014) shares, traditionally rural schools served a purpose to bestow skills,
values, and knowledge to prepare youth for continuation of rural life in adulthood. As examples,
students learned mechanical skills for attending to vehicles and machinery and accounting skills
for balancing the farm ledger. For generations of PHS students, the school held a special and
traditional place in their hearts as the place where they gained skills and knowledge required to
maintain the family farm after graduation. PHS was perceived as a rite of passage to adulthood,
and as such, school culture was oriented to high school structures and programming. It was the
norm for students as young as 12 years of age to be referred to as high school students, and for
PHS to be referred to as ‘the high school’. There was seemingly no differentiation between the
junior and senior high school students until 2016.
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Building and Rebranding
In 2016, a replacement school was built and the former PHS was demolished. School
administration sought input into potential rebranding from students, parents, and community
members through a public survey. The majority of respondents demonstrated attachment to the
PHS culture, evidenced by a resounding desire to apply the former logo, mission statement, and
school name to the new building. Despite stakeholder feedback to school administration, a
complete rebrand including a new school name was implemented by GFSD. Members of the
superintendent’s advisory team (SAT) shifted away from stakeholders’ desire to maintain
tradition. Instead, decisions about the name of the school reflected GFSD’s annual plan and
policies related to respecting diverse learners (GFSD, 2021), and aligned with Alberta Education
(2021) legislation dictating all students be fairly represented, supported, and individually
considered in provincial schools. As such, the SAT determined the school’s young adolescent
students—the junior high students—would be equally represented in the name of the school.
Thus, PHS became PJSHS.
School administration was also guided by the SAT to establish a new mission statement,
vision, and logo for the school focused on learner empowerment. The theme of empowerment
complimented the mission of GFSD by stating, “Success for every student” (GFSD, 2021, p. 3),
and demonstrated the school’s commitment to understanding learners’ strengths and needs
(Alberta Education, 2021). Overall, the new school name and branding implemented by the SAT
was intended to demonstrate recognition of the diversity of ages and abilities in the school in
alignment with provincial policy. Unfortunately, as Cawsey et al. (2019) note, changes to the
external system do not automatically result in internal changes.
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How the Culture Held
The new school name and rebrand did not impact the predominating PHS senior high
culture, which can be explained using two theories: Schein’s (2017) theory of organizational
culture and the theory of social constructionism (Burr, 2015).
Theory of Organizational Culture
For the theory of organizational culture, Schein (2017) identifies three components that
contribute to the culture of an organization: (a) artifacts, (b) espoused values, and (c) underlying
assumptions. These help to explain how the senior high school culture of the former PHS moved
into PJSHS. Artifacts, according to Schein, are the visible and invisible depictions of an
organization’s culture that members attach meaning to and are the easiest to recognize and
attempt to change. Artifacts can be as obvious as the logo or mascot of an organization or more
muted such as the daily schedule employees follow. As representations of a culture, artifacts tend
to be held deeply by an organization’s members as means to maintain status quo (Schein, 2017).
Thus, even though the building, school name, logo, and mission changed, stakeholders were able
to achieve status quo through the maintenance of invisible artifacts—PHS’s processes and
routines. One such routine is the predominating senior high model that continues to operate as it
had in the past. All students at PJSHS still move from room to room, attending four 82-min
classes taught by subject specialists. This results in Grade 8 students having up to 12 teachers per
year between optional and core courses. All PJSHS students receive 1,000 hr of instructional
time, meeting legislation for senior high education, though only 950 hr are required for Grade 8
(Alberta Education, 2021). This model results in PJSHS Grade 8 students spending more time
seated in desks, receiving direct instruction, while school-based data indicates this does not
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benefit them academically. In fact, teachers at PJSHS consistently report more than half of Grade
8 transition students do not use class time well, nor fully complete assignments (PJSHS, 2020a).
Espoused values are difficult to change, especially when they have proven to successfully
guide members through challenges over significant lengths of time (Schein, 2017). In
comparison to other rural high schools in the province, PHS had consistently high graduation
rates (Alberta Education, n.d.-c). PJSHS has also experienced this success, which demonstrates
the continuation of long-standing school processes and structures results in success. The
espoused value relates to doing what has always been done because it works and produces good
results. This is a deeper indicator of the underlying culture of teaching and preparing students for
adulthood as early as Grade 8.
Basic underlying assumptions reflect what is not easily seen and are the deepest roots of
an organization’s culture (Schein, 2017). Beliefs that form underlying assumptions are held
strongly and are incredibly difficult to change. As Schein (2017) shares, the underlying
assumptions held by the organization’s members are the most difficult to shift and the most
difficult to uncover. Based on his theory, there are other reasons, beyond graduation rates, that
contribute to the teachers at PJSHS maintaining the traditional ways of the past. The theory of
social constructionism offers another reason why the predominating high school culture
continues to hold strong.
Theory of Social Constructionism
Burr (2015) discusses social constructionism as being specific to history and culture. She
also posits knowledge creation through the interactions of people. With respect to the teachers at
PJSHS, many started their careers in the former PHS, which as I shared earlier, was influenced
by the traditional culture of the school’s adjacent rural farming communities and was focused on
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preparing students for graduation and adulthood. Teachers worked together to co-construct the
knowledge and school culture of what teaching at PHS was about and how to meet the
expectations of stakeholders.
Culture holds strong due to the social processes created through peoples’ interactions
(Grundmann, 2019; Onuf, 2013), which helps to explain why a high school culture is still evident
at PJSHS today. Regardless of how many new teachers join the staff at PJSHS, the culture will
not change on its own. Burr (2015) explains this as a result of the continuous interactions and
observations made by people within their environments. New teachers to PJSHS interact with
those who are part of the existing culture and come to accept the school culture as truth—the
only knowledge.
In sum, PJSHS is a rural junior and senior high school with a long-standing history and
culture tracing back to the former high school, PHS, which focused on preparing students for
graduation and adulthood. When the current school site was built, a new school name was
implemented by the SAT of GFSD to represent both junior and senior high levels of education.
A new mission and logo focused on empowering all learners was also instituted. The changes
were made to better represent the varying ages and abilities of students and move away from
stakeholders’ traditional views of students leaving elementary feeder schools and transitioning
directly into high school. Despite the changes in visual artifacts, stakeholders’ values and
underlying assumptions did not change. As a result, the senior high model continues to flourish,
and generates challenges for our Grade 8 transition students.
Leadership Position and Lens Statement
School leaders often need to find a balance between meeting the guidelines and policies
they must adhere to and doing what they feel is moral and ethical (Frick, 2009; Shapiro &
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Stefkovich, 2016). According to Frick (2009), school leaders frequently experience internal
struggles when faced with making decisions as they try to navigate their duty to policy and their
own moral code. As the principal of PJSHS, I consistently strive to balance my morals and
values with my duty to adhere to provincial legislation and the missions of GFSD and PJSHS. I
have agency and authority as principal to make decisions, which I do by striving to find a
balance between my legal agency and my moral and ethical agency.
Legal Agency
At the provincial level, principals must act in the best interests of students, demonstrate
empathy, and commit to continuous improvement (Alberta Education, 2020). Each new group of
Grade 8 students struggle to belong and have trouble meeting teachers’ expectations. Knowing
this is a recurrent challenge, it is my duty to address it.
As principal, I am also required by legislation to build capacities of school staff to meet
the needs of students through visionary and instructional leadership (Alberta Education, 2020).
Thus, it is my responsibility to lead staff through processes that can address the recurrent
challenge. I need to do so while also respecting and advocating missions of GFSD and PJSHS.
Aligned with provincial legislation, the GFSD mission of success for all students reflects
provincial legislation requiring schools to meet the needs of individual learners and compliments
PJSHS’s mission to empower. Taken together, as the school’s principal, I need to ensure students
are individually supported with the knowledge and skills that allow them to achieve their
maximum potential. All students at PJSHS require success and empowerment.
Moral and Ethical Agency
My nature, as a moral and ethical leader, fuels my passion for addressing the challenges
Grade 8 students experience in their transition year at PJSHS. Polk et al. (2018) discuss the
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interplay between connection and marginalization. They posit adolescents can experience
marginalization by individuals and institutions when there is a lack of connection with either and
bias is present. Their research led to my consideration of the biases held by teachers at PJSHS as
well as those woven into the operation of the school that affect Grade 8 students.
Biases are evident as students entering PJSHS in Grade 8 are expected to possess the
same executive functioning skills (EFS) as senior high students. Such skills include materials
organization, adherence to timelines, and navigating differing expectations of various teachers
and classrooms. However, during early adolescence, EFS are significantly impacted and limited
due to brain development (Dawson & Guare, 2016; Lee et al., 2013). The expectations PJSHS
teachers have regarding Grade 8 students’ EFS are neither realistic, nor fair. This is an example
of the individual marginalization Polk et al. (2018) speak of. Based on their research, it is highly
probable these biases result in diminished opportunities for relationships with teachers and affect
students’ perceptions of inequity and disconnection from school.
There is also bias in the routines and processes of the school that manifests expectations
young adolescents are unable to meet. This is an example of institutional marginalization that
Polk et al. (2018) share. Research by Eccles and Roeser (2009, 2011) demonstrates that the
traditional senior high environment is not developmentally appropriate for young adolescents
because the inherent expectations are difficult for them to attain. Based on Polk et al.’s (2018)
research, Grade 8 students are likely perceiving diminished feelings of belonging because they
have difficulty meeting the demands of their new school.
Young et al. (2011) discuss the myriad of social, cognitive, and physical changes early
adolescents experience. As adolescents are experiencing changes to their physical body and
identity, their brains are creating new synaptic connections impacting their emotional control.
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They explain that physiological changes combined with a school transition is complicated for
young adolescents to navigate. When Grade 8 students are already overwhelmed with the
developmental changes they experience in addition to the transition into PJSHS, it is morally
imperative that I exercise my agency to ensure that they are not further overburdened with
teacher and school expectations that are not realistic or achievable.
The Grade 8 transition students who enter PJSHS with established expectations that
exceed their capabilities are not having their unique individual and developmental needs met.
Further, they are likely experiencing feelings of non-belonging because they are not able to meet
the expectations of teachers or the senior high school environment. My agency as school
principal requires I balance adherence to policy and my morals to meet the needs of Grade 8
students.
Grant and Osanloo (2014) discuss how one’s underlying worldview influences how they
come to define a problem. I have given much thought to stakeholders’ perspectives of the former
school, how the school’s culture came to be so strongly held, and how those factors contributed
to the challenges Grade 8 students experience. This ethnographic approach involves the
perspectives of all persons in the organization and is reflective of a social-constructivist view
(Williamson, 2006).
Social-Constructivist Lens
I have reflected on the history of the school, stakeholders’ desire to apply the same
visible artifacts to the new school, and how these connect to the traditional senior high culture
continuing to flourish. Kivunja and Kuyini (2017) explain that social-constructivists look for the
subjective meaning individuals direct toward objects or things. I have also considered how
PJSHS stakeholders act, interact, and how the organizational culture came to be. According to
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Williamson (2006), consideration of shared meanings and perspectives also reflects a socialconstructivist approach. As Burr (2015) shares, social-constructivists believe knowledge is
created among people within their environment, which is what I believe fostered the culture that
exists at PJSHS. Altogether, I view PJSHS through a social-constructivist lens.
Leaders who respect and understand the past of an organization and return to it from
time-to-time to interpret how the culture developed are identified by Bass and Avolio (1993) as
transformational leaders. Based on their work, the care and concern I have for the connections
among school stakeholders and the culture they have co-constructed is representative of my
position as a transformational leader.
Transformational Leadership
Transformational leaders, according to Caldwell et al. (2012), demonstrate concern for
individuals and their organization as a whole. I care deeply for the students at PJSHS, the staff
who work with them, and the parents who struggle to understand and support their developing
adolescents. I am passionate about making PJSHS a place where all students feel cared for and
have a sense of belonging. Through influencing, motivating, stimulating the intellect, and
demonstrating consideration, transformational leadership creates a feeling of purpose and family
(Bass & Avolio, 1993). The sense of family, or belonging, underpins my leadership, which is
another reason I am compelled to more fully meet the relationship and right-fit needs of Grade 8
transition students.
Bass and Riggio (2006) discuss the role of transformational leaders in empowering
followers. They posit transformational leaders set challenging expectations but pay attention to
followers’ individual needs and mentor them to achieve what they did not think was possible.
This leadership approach aligns with PJSHS’s mission of empowerment for all learners. Through
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individual consideration, I can empower school staff to explore various ideas and engage in
discussion with a shared purpose and commitment to address the PoP.
Transformational leaders have a clear vision of where they want their organization to go
(Burke, 2018). My vision, in detail, is shared later in this chapter and connects to my role as a
transformational leader. However, I anticipate using other collaborative and empowering
leadership methods in conjunction with transformational leadership to maximize change
potential. I will need to use leadership approaches that involve the teachers at PJSHS.
Leadership Involving Others
Social-constructivists recognize meaning comes from the interactions humans have with
their world (Adams, 2006; Burr, 2015; Creswell, 2014). In order to change practices at PJSHS
that contribute to the problem, a new construction of knowledge will be required. Adams (2006)
indicates that learners need to be engaged in tasks that co-construct knowledge and meaning.
Leadership for change, then, must ensure members of the school organization have roles that
contribute to change processes and outcomes. Aside from my primary role as a transformational
leader, I intend to use two other leadership styles that can involve and empower stakeholders in
addressing the PoP: instructional leadership and distributive leadership. Hargreaves (2007)
advocates for each of these leadership approaches because they all respect and honour the best
elements of the past to create a better future. This is important as the history of the school plays a
significant role in the culture that exists today.
Instructional Leadership
Hallinger (2010) discusses the traditional role of instructional leadership as being the
responsibility of the school principal. In his research, he found school change was more robust
when the role of an instructional leader was shared among teachers. Leaders who work with staff
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to achieve school improvement through an empowered team approach is a hallmark of
instructional leadership (Blasé et al., 2010). Fitting for a social-constructivist approach,
instructional leadership positively influences the frequency of teacher collaboration (MoraRuano, 2021), inquiry, and exploration (Blasé & Blasé, 2000). As an instructional leader, I can
facilitate the collaborative efforts of staff that develop solutions and suggestions that can pave
the way for change at PJSHS. Further, instructional leadership results in ideas and proposed
changes oriented toward improving pedagogy and student achievement (Blasé et al., 2010; Printy
et al., 2009). In consideration of school-based data that clearly showed the majority of Grade 8
transition students experienced difficulty meeting academic expectations, instructional leadership
can facilitate change that addresses this challenge.
Distributed Leadership
Harris (2005) advocates for shared leadership in the school context to improve overall
school performance and create sustainability through shared learning. She explains that sharing
leadership also connects to improved school culture and the academic performance of students.
Teams of leaders can be organized to collaboratively solve problems (Scribner et al., 2007) by
building the sense of responsibility (Garcia Torres, 2019) needed to effect change. As it relates to
the PoP, distributed leadership will be useful in helping teachers identify practices that better
meet Grade 8 transition students’ needs, and mentor one another to maintain them.
Additionally, DeFlaminis et al. (2016) claim that distributed leadership is based on the
interactions of followers and leaders in consideration of their context. This leadership approach
empowers members by involving them as leaders, connecting to the underpinning socialconstructivist theory of the organization as well as the lens I use in considering the PoP, because
collaboration and sharing is emphasized.
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In sum, transformational leadership is my overarching approach as it connects to my
nature as a moral and ethical leader with a desire to motivate others to have purpose and perceive
belonging. Instructional leadership connects to my agency and responsibility as a principal in
Alberta, and allows for shared learning and leading. The distributed leadership approach has
been found to empower others to take a role in leading. Taken together, all three leadership
approaches allow for collaboration, empowerment, and co-construction of meaning that can help
shape the processes used in addressing the PoP.
Leadership Problem of Practice
Each fall, roughly one hundred young adolescents converge at PJSHS to start their Grade
8 year. Though every cohort of grade eight students is new, each year brings similar challenges
for the newest PJSHS students, their teachers, and school administration. Grade 8 students at
PJSHS consistently exhibit the most challenges and require the most interventions as evidenced
in school-based data. Teachers reported that more than half of Grade 8 students are not engaged
in their work, have poor rates of assignment completion, and demonstrate immature behaviours
(PJSHS, 2020a, 2020b). Grade 8 students described their first year at PJSHS as stressful and
lonely, indicated teachers do not care about them, and found schoolwork disinteresting (PJSHS,
2020c). The annual experiences of Grade 8 transition students at PJSHS reverberates throughout
academic literature as a negative phenomenon that must be addressed.
It is common for high school transition students to not perceive support or belonging as
they did in their elementary schools (Eccles & Roeser, 2009, 2011; Juvonen, 2007; Midgley et
al., 2002; PJSHS, 2020c; Symonds & Hargreaves, 2016). Students miss the sense of community
(Eccles & Roeser, 2011; Midgley et al., 2002) and the comforting environment of elementary
school where they were well-known by teachers and peers (Bafumo, 2006).
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The structure and size of secondary schools create feelings of isolation and prevent
teacher–student connectedness (Bergin & Bergin, 2009; Juvonen, 2007). Many transition
students lack relationships with teachers in their new school environment (Juvonen, 2007;
Midgley et al., 2002), and children’s lacking attachments to adults results in negative outcomes
(Bowlby, 1969; Davis, 2006; Demanet & Van Houtte, 2011; Verschueren, 2015) such as poor
behaviours that impact social and academic adjustment (Hughes, 2012). Adolescents need
opportunities to engage in learning through connection with their teachers (Wang & Eccles,
2013). The structures and environment of PJSHS tend toward teacher-directed independent work
which is misaligned with early adolescent students’ needs. The senior high construct prevents
staff from reaping the benefits of connection and relationship building with younger students
(Davis, 2006; Wang & Eccles, 2013).
Due to the prevailing high school culture and senior-high trained subject specialist
teachers, classroom environments and pedagogy at PJSHS favours senior high students’
developmental stage. Teachers’ limited understanding of the developmentally related executive
functioning capacities of early adolescents results in a lack of fit between expectations for
learning and Grade 8 students’ developmental stages and abilities (Eccles & Roeser, 2009, 2011;
Symonds & Hargreaves, 2016), which in turn results in decreased motivation and academic
achievement (Eccles & Roeser, 2009, 2011). Moreover, students at PJSHS are required to follow
a senior high timetable of 82-min blocks of class time, move from class to class, navigate
individual teachers’ pedagogical styles and assessment expectations, and follow differing rules
and routines in each classroom. The EFS required to manage the demands of the school
environment, such as time management, organization, and self-control (Dawson & Guare, 2016)
are not fully developed in early adolescence (Bernstein & Waber, 2007). Adolescents require
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guidance from adults to develop EFS (Bernstein & Waber, 2007). They will be more likely to
thrive when there is congruence between their needs and environment (Booker, 2018).
The data gathered from teachers and Grade 8 students at PJSHS demonstrated limited
teacher-student relationships and lack of fit between teacher expectations and student
capabilities. School principals have a legal and moral responsibility to ensure the needs of all
students are met and to develop teachers’ capacities for teaching and meeting students’ diverse
needs (Alberta Education, 2020).
In consideration of school-based data which clearly indicates limited relationships
between Grade 8 transition students and PJSHS teachers, as well as a poor fit between teachers’
expectations and the capacities of Grade 8 students, the PoP being investigated is: How can
PJSHS faculty equitably support Grade 8 students’ needs for relationships and a pedagogical
right-fit in their transition year?
Framing the Problem of Practice
The recurrent challenges students experience in the Grade 8 transition year at PJSHS
brought me to the PoP and led me to consider why young adolescents require relationships and
right-fit at school, and how this might be achieved. Through my research, I focused on two
significant theories related to teacher pedagogy and school structures with respect to early
adolescents. The two major theories that conceptualize the problem are attachment theory
(Bowlby, 1969; Neufeld & Maté, 2004) and stage–environment fit theory (Eccles & Midgley,
1989; Eccles & Roeser, 2009).
Attachment Theory
Both Bowlby (1969) and Neufeld and Maté (2004) framed attachment theory as the
affective relationship manifested between child and parent; however, Bergin and Bergin (2009)
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and Verschueren (2015) advocate for the usefulness of attachment theory when considering
teacher–student relationships. The brain learns best when a relationship exists between teacher
and learner (Dent, 2018), which explains why in a school environment, students seek teachers for
comfort and support while learning (Verschueren, 2015). Unfortunately, at the time when young
adolescents need warm, positive relationships, they transition into new schools with structures
that make it challenging to establish and maintain these kinds of relationships (Midgley et al.,
2002; Smith et al., 2016; Symonds & Hargreaves, 2016). Regrettably, this is exactly the scenario
that plays out every year at PJSHS for our Grade 8 transition students. Furthermore, that
relationship deficit also negatively impacts the academic progress of our Grade 8 students
because students who do not have their need for connection met tend to have poor academic
performance and less school engagement (R. M. Ryan & Deci, 2000a, 2000b, 2017; Wang &
Eccles, 2013).
Well-developed teacher-student relationships help to create developmentally beneficial
learning atmospheres responsive to young adolescents’ needs for emotional support (Wang &
Eccles, 2013). In attached and supportive teacher-student relationships, students feel safe and are
willing to work diligently and take risks in their learning (Davis, 2006). They are also better able
to navigate stress and settle in their learning environment (Verschueren, 2015), which is critical
for transition students. Building attachments with students can result in regulated and appropriate
classroom behaviour and increased student motivation (Davis, 2006; Wang & Eccles, 2013).
Relationships are a significant factor framing the PoP.
Stage–Environment Fit Theory
Research by Eccles and Roeser (2009, 2011) and Midgley et al. (2002) demonstrates that
adolescents who transition into a new school environment commonly experience declines in
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motivation and academic achievement. The incongruence between the developmental stage of
adolescents and the school environment and teacher pedagogy is one reason for the decline
(Midgley et al., 2002; Symonds & Hargreaves, 2016). Stage–environment fit theory posits
educational environments must be aligned to the particular developmental needs of students
(Eccles & Midgley, 1989; Eccles & Roeser, 2009; Smith et al., 2016). Consideration should be
made for educational materials and experiences to be adapted to the competence level of students
(Eccles & Roeser, 2011), and for academic expectations to be aligned with adolescents’ EFS
capacities (Samuels et al., 2016). Adolescents require environments that are safe and inclusive
(Association for Middle Level Education, 2010) and provide them with emotional support
(Eccles & Roeser, 2009, 2011; Kiefer et al., 2015) as they develop EFS for stress tolerance and
emotional control (Dawson & Guare, 2016). Unfortunately, the predominating high school
routines and expectations at PJSHS are misaligned with the competency level of the Grade 8
transition students. Additionally, the school environment and teacher pedagogy is not currently
focused on developing students’ EFS while supporting them emotionally.
For young adolescents transitioning into a new school, expectations need to be clear,
feedback and monitoring should happen regularly, and teachers need to have appropriate
expectations (Jang et al., 2010). Efforts to create classroom and school environments that align
with early adolescents’ developmental stage and abilities can yield improvement in academic
motivation (Eccles et al., 1993; Eccles & Roeser, 2009) and behaviour (Symonds & Galton,
2014; Symonds & Hargreaves, 2016). For example, teachers who provide adolescents with a
wide variety of learning experiences, including opportunities for group activities, increase
students’ engagement in school (Symonds & Hargreaves, 2016). Further, teachers need to
balance adolescent students’ needs for autonomy and support, recognizing they want to be
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independent, but still require coaching and assistance from time to time. A school environment
and teacher pedagogy that aligns with the EFS and developmental capacities of Grade 8
transition students to create a right-fit is the second factor framing the PoP.
The conceptual framework for the PoP is represented in Figure 1. As a Venn diagram, the
interconnected relationship between Grade 8 transition students, relationships, and right-fit is
represented. To address the PoP, Grade 8 transition students require their needs for relationships
and right-fit in teacher pedagogy and the school environment to be met. Surrounding students
and their needs are the stakeholders with agency to act in their best interests.
Figure 1
Problem of Practice Conceptual Framework

A variety of other contextual forces shape practices that contribute to the PoP. Cordell
and Thompson (2018) advise that leaders analyze existing opportunities or challenges to help
identify factors requiring consideration when looking at change. This can be achieved through a
SWOT (strengths, weaknesses, opportunities, and threats) analysis.
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SWOT Analysis
A SWOT analysis provides an overview of an organization’s strengths, weaknesses,
opportunities, and threats (Cordell & Thompson, 2018; Stavros et al., 2014; Stavros & Hinrichs,
2009). With respect to the PoP, a SWOT analysis helps identify what existing factors may aid or
hinder the change process.
Strengths
A significant strength to the PJSHS organization is the teaching staff. Teachers are
experts in their subject specialties and truly care about their colleagues and students. The staff
complement enjoys opportunities to work together, and through collaborative activities, they are
able to problem-solve and achieve positive results. Overall, most staff are willing and desire
taking on leadership roles. Another asset to the PJSHS community are supportive parents who
are willing to dedicate time and effort, as part of the school council, to support students, staff,
and school activities.
Further, current pretransition processes exist among PJSHS and its feeder schools that
work to create connections between students and staff. Bagnall et al (2010) advocate for
transition students to have peer affiliations as they enter their new school. This is a practice
already in place within GFSD. Grade 7 feeder school students take option classes together as
means to make friends with students outside their home schools. Then, teachers from both the
feeder elementary schools and PJSHS collaborate each June to create class groupings designed to
match all students with friends from their home schools and feeder schools. The intent was to
ease students’ transition into PJSHS by ensuring they had peer relationships as they navigated a
new school environment. Teachers from each feeder school meet and identify the specific needs
of each Grade 7 student transitioning into PJSHS. This helps determine additional supports
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needed to ease transition, such as having highly anxious students visit PJSHS multiple times
before fall and meet their future teachers. Finally, meet-the-staff events, newsletters, emails, and
school tours help open channels of communication for parents and personnel from all schools.
Weaknesses
The long-standing high school culture of the former PHS is a significant hindrance to
progressing with change. The traditions of the past are evident in subject departments and
specialist teachers who have maintained similar teaching assignments and practices for decades.
Additionally, all PJSHS students attend several different teachers and classrooms each week and
follow a timetable instituted by Alberta Education (2021) that aligns with senior high
requirements (Alberta Education, 2021) regardless of their grade. Subject specialist teachers are
experts in their fields of study, but many lack expertise with regard to early adolescent
developmental needs and developmentally appropriate pedagogy.
As explained earlier, school data also indicated that PJSHS is not meeting all Grade 8
students’ needs for relationships and right-fit. Grade 8 student survey data demonstrated that the
students feel anxious or lonely, have limited connections with staff, and experience academic
work that is overwhelming or of little interest (PJSHS, 2020c). PJSHS also tracks when students
are referred to a counselor or administrator for social-emotional or academic reasons in an
electronic log system. Entries are consistently greater in number for Grade 8 students than any
other grade each year (PJSHS, 2020b).
The majority of students attending PJSHS come from lower socioeconomic rural
communities within the county (Statistics Canada, 2016). Due to this, many of the students assist
their families in caregiving roles for younger siblings, work part-time jobs, or lack the funds
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required to participate in after school activities. Opportunities these students have to connect
with school staff outside of the classroom is limited or nonexistent.
Opportunities
Due to a large cohort of teachers retiring last year, several new staff members were hired
and have brought with them excitement and vigor that have permeated classrooms and the
atmosphere of the school. New staff members are happy to be involved in and contribute to
school groups, clubs, and events, as well as act in leadership roles. When they are asked to join
or help with anything involving their students, they are only too happy to assist. There is
opportunity to shift culture by leveraging the newest staff members who have not yet become
engrained in the existing culture.
Additionally, as the new PJSHS principal, there is opportunity for me to effect change to
address the PoP, which I am passionate about. I can ensure goals connected to change are
incorporated into the school advancement plan (SAP) for all staff to work toward. There are also
a significant number of policies, legislation, and ethical duties outlined in Alberta’s Education
Act (2012) and the code of conduct for the profession (Alberta Teachers’ Association, 2018) that
support the decision I have made to implement change to address the PoP.
Threats
Shapiro (2008) discusses how peoples’ fulfillment of their needs for safety, social
acceptance, esteem, and self-actualization contribute to the development of culture. As the
newest staff members seek to feel safe and welcome among existing staff, they may adopt
existing cultural norms to gain the respect of their colleagues and fulfill their needs to belong and
be competent within the culture. The existing culture could be a threat to addressing the PoP.
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Time is also a threat. The longer it takes to create changes that shift the existing culture,
the more opportunity for the newest staff members to acclimate. It may become more difficult to
shift the culture to address the PoP if all staff are ingrained in the culture that is connected to the
past.
Guiding Questions Emerging From the Problem of Practice
Challenges emerging from the PoP relate significantly to relationships and right-fit, as
was illustrated in Figure 1.
Relationships
In 2020, on the Grade 8 student year-end survey, 53% of the Grade 8 cohort indicated
feeling lonely or sad (PJSHS, 2020c), and over 60% indicated feeling anxiety or stress
throughout the year (PJSHS, 2020c). When asked to articulate where their feelings came from,
the top two answers reflected students’ difficulties adapting to so many new teachers and making
new friends (PJSHS, 2020c). Additional data from office referral logs indicated challenges
related to poor attendance, difficulty with peer relationships, and teacher defiance (PJSHS,
2020a, 2020b). The data demonstrated relationships, or the lack thereof, with teachers and peers
could be impacting the sense of belonging and comfort Grade 8 students perceive.
Adolescence is a developmental period where guidance and support from nonfamilial
adults is required (Eccles & Roeser, 2011; Young et al., 2011). Many transition students lack
relationships with teachers, but research shows the benefit of relationship building; students who
connect with teachers are more academically motivated (Davis, 2006; Kiefer et al., 2015;
Symonds & Hargreaves, 2016), better able to regulate behaviour (Davis, 2006), and have a sense
of school belonging (Kiefer et al., 2015). Further, teacher–student and peer relationships foster
climates that support the development of supportive peer relationships (Kiefer et al., 2015),
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which can also increase student engagement at school and foster smoother transitions for
students (Juvonen, 2007).
Given PJSHS teachers’ challenge of developing relationships with Grade 8 students,
there is one important question to consider for relationships: How can teacher-student and peer
relationships be readily established and maintained for Grade 8 transition students so they
perceive a sense of belonging throughout their first year at PJSHS?
Right-Fit
Students entering PJSHS move from elementary schools with classes of roughly 40 min,
to a senior high model where classes are doubled in length. Grade 8 students find classes long
and disinteresting, and their teachers have indicated that students struggle to stay focused
(PJSHS, 2020a, 2020c). Students interact with multiple teachers each day, who each have
different classroom rules and procedures. For example, some teachers allow students to wear
hats or eat in their classrooms, while others do not. Some teachers post homework on their
whiteboard while others expect students to look the information up online. This creates
confusion for students whose EFS are not developed enough to navigate inconsistency (Bernstein
& Waber, 2007). Heightened levels of stress indicated by Grade 8 students (PJSHS, 2020c)
together with weak academic ability and increased behavioural challenges noted by teachers
(PJSHS 2020a, 2020b) may be the result of inconsistencies among classrooms and teachers.
McEwin and Greene (2010) explain that secondary teachers learn to teach students at
later stages of adolescence who tend to have better-developed EFS. Nearly all teachers at PJSHS
are trained as secondary specialists and tend toward expectations that students be able to
maintain attention for extended periods of time, work independently, and make efficient use of
class time. Symonds and Hargreaves (2016) share that early adolescents require opportunities for
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choice and variety in their learning tasks, need to experience subject matter as personally
relevant, and need to perceive autonomy and competency in their work. Unfortunately,
secondary instructional practices lack fit to the developmental stage of early adolescent students
(Eccles & Roeser, 2009; Symonds, 2015; Young et al., 2011) which is what Grade 8 transition
students currently experience at PJSHS. The incongruence of fit between their EFS and learning
capacities and teachers’ expectations at PJSHS is evidenced by concerns from parents of Grade 8
students who indicated teachers’ classroom procedures and teaching methods do not serve their
children well (PJSHS, 2020d), and teacher perceptions that Grade 8 teaching assignments are the
most difficult. Adolescents require environments that meet developmental needs (Association for
Middle Level Education, 2010) through recognition of their capacities and capabilities. Such
environments are created by teachers with knowledge and understanding of young adolescents’
specific needs, and who establish safe, inclusive, and supportive learning environments
(Association for Middle Level Education, 2010).
Considering PJSHS Grade 8 transition students are experiencing significant challenges in
meeting their teachers’ expectations for academic work and classroom behaviour, there is one
important question to consider for right-fit: How might the school environment and teacher
pedagogy be realigned to create a right-fit with Grade 8 students’ EFS and developmental
capacities?
With two major guiding questions established for the OIP there is focus for the path
toward change. As a leader, these questions will guide my purpose in establishing the vision for
change.
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Leadership Focused Vision for Change
Research regarding adolescents’ transition to high school reveals that teachers and
parents have preexisting expectations that students will be more independent and responsible
after transition (Symonds, 2015; Symonds & Galton, 2014). Students are expected to exhibit
more adult-like behaviours such as getting to school independently, managing and controlling
their behavior, and keeping track of school materials and assignments (Symonds, 2015). Such
adult-like behaviours are the result of developed EFS, which are difficult for young adolescents
to grasp (Lee et al., 2013) without guidance or instruction. During this time in their development,
young adolescents’ brains undergo a profound reorganization process including the creation of
new synaptic connections and the loss of others which are no longer needed (Mears, 2012;
Wright & Kutcher, 2016). While parents and teachers expect young adolescents to act more like
adults (Symonds, 2015; Symonds & Galton, 2014), they are developmentally incapable of
meeting such expectations fully by themselves. Day-to-day school practices and structures at
PJSHS demand Grade 8 students demonstrate adult-like behaviours readily, which they are not
developmentally able to achieve, leaving staff and parents frustrated.
As previously discussed, institutional marginalization in the school context relates to
inequitable practices that create isolating conditions for some students (Polk et al., 2018). With
respect to PJSHS, the expectations for Grade 8 transition students to successfully navigate
inconsistencies between classrooms and follow the same rules and timetable as senior high
students are examples of inequitable practices. Unfortunately, a negative cycle can occur where
students struggle to feel connected because the practices in their school alienate them (Mowat,
2015; Polk et al., 2018), leading to challenging and negative behaviours (Demanet & Van
Houtte, 2011; Mowat, 2015). As efforts are made to consequence poor behaviour, students may
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perceive they are disliked, excluded, or further isolated by their teachers, resulting in an
increased frequency of negative behaviours, more efforts to address individual behaviour, and
more feelings of disconnection and exclusion. When PJSHS Grade 8 survey data are
disaggregated, nearly half of the youth indicating they felt lonely or stressed over the whole
Grade 8 year are also students who fit into the cycle just described (PJSHS, 2020c). Moving
forward, PJSHS must address factors that result in Grade 8 students feeling a lack of belonging
among the people at school, and the school itself.
Vision and Gap
Students feel connected to school when they perceive they are understood and supported
by the institution as a whole (Eccles & Roeser, 2011; Polk et al., 2018). For young adolescents,
this means having their varying and unique needs met to foster their successful transition into a
new school (Hill & Tyson, 2009; Parker, 2010; Raphael & Burke, 2012). They require schools to
focus on their social, emotional, and academic needs (Raphael & Burke, 2012). Brackett et al.
(2011) posit that teachers who foster warm and supportive classrooms positively impact the
behaviour, sense of connection, and academic success of their students. Evidently, teacher
behaviours have significant impact on the emotional, academic, and social development of
adolescent students.
My vision is for Grade 8 transition students to readily develop lasting teacher and peer
relationships in their first year at PJSHS, and experience teacher expectations and classroom
environments that are a right-fit for their EFS and developmental capacities. A significant gap
exists between current school practices and the vision. Addressing the gap in order to realize the
vision will require change drivers.
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Change Drivers
Whelan-Berry et al. (2003) label change drivers as resources allocated to implementing
change. They indicated drivers can be a variety of elements including leadership,
communication, training, and vision. With respect to driving change at PJSHS, I have identified
four main drivers of change: (a) myself, (b) PJSHS stakeholders, (c) school-based data, and (d)
existing policy and legislation.
Self
As school principal, I am the first change driver. I can act as change initiator and
facilitator (Cawsey et al., 2019) by clarifying the vision and allocating resources for change
(Whelan-Berry et al., 2003). As a school leader, I have access to resources such as budget,
policy, and professional knowledge and skills that can support change. Moreover, I recognize the
existing school culture impacts the expectations teachers have for Grade 8 transition students.
Steckler and Clark (2019) declare that ethical and moral leaders take a stand and do what is right.
This is what I will do by driving change that addresses the roles of stakeholders.
Stakeholders
The most prominent stakeholders in change at PJSHS will be the teachers. Teachers will
be the most affected by, and contribute the most, to the change process. In this regard, they will
act as facilitators and recipients of change.
Facilitators. Cawsey et al. (2019) discuss that organizational members who have
interpersonal relationships and skills help others see differing perspectives as facilitators. Recent
school improvement surveys collected input from staff and demonstrated a desire by the majority
to change current school processes to better suit the needs of early adolescent students (PJSHS,
2020d, 2021). The surveys can help me identify and leverage teachers who already advocate for
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change to act in facilitator capacities. Facilitators are also discussed by Nadler and Tushman
(1990) as organizational members who desire change and can make personal contact with people
in the organization to increase excitement for change. Through a distributed leadership approach,
I can empower facilitators to use their skills to help one another move on a different path.
Further, as a transformative leader, I can assist PJSHS facilitators in supporting the needs of
reluctant individual change recipients. Through collaborative planning, facilitators and I can
determine methods to provide support for reluctant teachers. Through distributed leadership,
facilitators can then implement those methods directly with their colleagues.
Recipients. Cawsey et al. (2019) warn change leaders that recipients are more likely to
react in negative ways if they feel they have no voice or control in the change process. Teachers
expressed disappointment several years ago when the new school was rebranded because they
felt their input had not been considered. In moving forward with change in the future, I need to
allow teachers to have a voice and provide input to change. This may ease apprehensions and
create a smooth path forward allowing input to be gathered through collaborative methods
aligned with my social-constructivist lens and distributed leadership approach.
Nadler and Tushman (1990) suggest that leaders exercise empathy for individuals and
help them through the challenges associated with meeting new change goals. Through my moral
and ethical lens, I recognize the need to respect the teachers’ emotions that may surface as
change is broached.
School-Based Data
Student surveys indicated Grade 8 transition students’ negative perceptions about limited
relationships with teachers and disinteresting classwork (PJSHS, 2020c). This is corroborated by
teacher data illustrating Grade 8 students’ negative or immature behaviours and poor engagement
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in class tasks (PJSHS, 2020a). Student survey responses regarding levels of anxiety and
loneliness are also noteworthy because they demonstrated the majority of Grade 8 students
experienced anxiety and loneliness throughout their Grade 8 transition year (PJSHS, 2020c).
Data, as Cohen-Vogel and Harrison (2013) share, can guide action and in turn guide learning
environments and instruction. Grade 8 teacher and student data indicated room for improvement
specific to meeting students’ needs for relationships and right-fit. The data also illustrate that
staff are not meeting existing policy and legislation around meeting individual students’ needs as
well as they ought to be.
Policies and Legislation
The final drivers for change are the existing policies of the province, school district, and
school. Alberta Education (2021) has mandated that all programming respond to the
developmental stages of students. GFSD has a quality learning environment policy in place
requiring staff to adopt responsive pedagogy and foster positive classroom climates (GFSD,
2019). The PJSHS policy and school mission statement, related to empowering all learners,
implies all students experience success at school (PJSHS, n.d.-b.). The Education Act (2012),
Guide to Education (Alberta Education, 2021), GFSD policies, and the PJSHS mission reflect
the roles and commitments of school professionals. Overall, the policies indicated that meeting
the needs of Grade 8 students and fostering their success is a priority.
Cook et al. (2016) advise educators to develop healthy positive relationships with early
adolescent students and understand their mental, emotional, physical, and social needs. School
staff should exhibit behaviours and dispositions that encourage and promote positive classroom
climates, and schools should have appropriate structures and components that meet adolescents’
developmental needs (Booker, 2018; Cook et al., 2016). Grade 8 students at PJSHS need
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relationships with teachers and peers, and a developmental right-fit in the school environment
and teacher pedagogy they encounter. Before change to address this need is initiated, however,
Armenakis et al. (1993) suggest that change drivers first prepare organizational members for that
change.
Organizational Change Readiness
Griffith-Cooper and King (2010) state that readiness for change starts with leaders who
have a clear vision of the desired outcome. I hold the vision that Grade 8 students have
relationships with adults and peers within the school, and experience teacher pedagogy and
school structures that are a right-fit for their EFS and developmental capacities. Change initiators
seek to make things better by identifying a need and having a vision (Cawsey et al., 2019). I am
prepared to lead the initiative and take on change tasks. Though I may be motivated and ready
for change, I need to ensure PJSHS teachers are also ready. Teachers will be the main
stakeholders contributing to and impacted by the proposed change, so an assessment of readiness
must be targeted toward them. The assessment of readiness can be utilized several times to
provide formative feedback to guage alterations of readiness for change.
Prior to implementing an organizational change readiness assessment, Armenakis et al.
(1993) suggest that leaders start with a readiness message that expresses members’ collective and
individual efficacy. The message should include a clear vision statement informing the need for
change (Burke, 2018) and increase the sense of urgency among members (Kotter & Cohen,
2012; Nadler & Tushman, 1990; Schein, 2017). The readiness message will be shared verbally
with PJSHS teacher in a large group. I will also express confidence in the positive difference
teachers can make together and individually, because as Nadler and Tushman (1990) share, this
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will energize members of the organization, encouraging them to be excited, confident, and look
for success that will help them move toward the vision.
Once the readiness message has been shared, leaders can then assess members’ readiness
for change (Armenakis et al., 1993; Cawsey et al., 2019) because it provides leaders with
information regarding the likelihood of support for a change effort (Armenakis et al., 1993).
Organizations need to ensure there are more people ready for change than not (Franklin, 2017).
One way to do this is to assess whether or not an organization has an overall culture of
adaptability.
Adaptive Culture Assessment
Organizations with adaptive cultures are more likely to be prepared for and willing to
embrace change (Kotter & Heskett, 1992). To assess an organization’s level of adaptability,
Kotter and Heskett (1992) developed 11 characteristics of an adaptive culture. Since the PoP
being investigated is influenced by the history and culture connected to the former school
building, determining whether this culture can be shifted is imperative. I used this preliminary
readiness assessment to help identify the level of adaptability among the teachers at PJSHS (see
Appendix A). When compared to the 11 characteristics of an adaptive culture (Kotter & Heskett,
1992), PJSHS meets each characteristic at a readiness level of somewhat ready or ready. In
consideration of the results, PJSHS has an overall reasonable level of adaptability. In moving
forward with change, the next step would be to assess individual change readiness.
Individual Change Readiness
Change readiness, according to Coetsee and Flood (2013), must take into account the
head and the heart of individual organizational members. Two key methods that are likely to
appeal to the heads and hearts of teachers at PJSHS are offered by Schein (2017). He advises
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leaders to first create a sense of disequilibrium among members and then trigger survival
anxiety. I anticipate using these methods in conversations with all teachers in several small
groups.
The disequilibrium Schein (2017) discusses encourages individuals to perceive the status
quo as no longer sustainable. Messaging that contains disconfirming information is encouraged
(Griffith-Cooper & King, 2010; Schein, 2017), and is designed to demonstrate the organization is
not accomplishing what it should. Leaders can leverage the disconfirming information with use
of disconfirming data. When PJSHS teachers are made aware of the Grade 8 transition student
survey data, which clearly illustrate their needs for relationships and right-fit are not being met,
teachers’ hearts and minds will begin to open to other possibilities and shift toward change
readiness.
For some organizational members, disconfirming information and data may not move
them to accept that change is needed (Griffith-Cooper & King, 2010; Schein, 2017). So, an
appeal to the hearts and minds of more resistant teachers may be accomplished when their
survival anxiety is triggered. This technique, Schein (2017) explains, is when the leader implies
that an important value of the organization is not being realized. The mission of PJSHS, shared
earlier in this chapter, is about empowering all learners, and the Teaching Quality Standard
(Alberta Education, n.d.-b) claims teachers provide positive, engaging learning environments.
Teacher survey data (PJSHS, 2020a) has identified Grade 8 transition students as disorganized,
unmotivated, and exhibiting defiant or immature behaviour. Such characteristics are not aligned
with empowered learners, nor engaged ones, meaning teachers are not meeting the values of the
school or the teaching profession. I anticipate that teachers who were not moved by
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disconfirming information to embrace change are more likely to be affected when they realize
that what we claim to value is not being lived for all members of the school community.
Once disconfirming information is shared and survival anxiety has been elicited, teachers
may be ready for change. However, to ensure that I have reached all teachers, I will administer a
readiness questionnaire, providing individuals with the time and space required to once again
consider change with both their hearts and minds. The questionnaire (see Appendix B) contains
questions related to discrepancy—the need for change (Holt et al., 2007). These questions were
chosen to gain information regarding the extent to which each teacher feels that reasons for
change are legitimate based on the previous steps of creating disequilibrium and triggering
anxiety. Assuming those steps were effective, the questionnaire data will reflect teachers’
recognition that change is needed. Should questionnaire data reveal teachers who are still not
ready for change, I will apply the transformational leadership tenet of individualized
consideration and work with each teacher and attempt to ready each for change, or at least
support them as change occurs.
Chapter Summary
This chapter shared how a junior and senior high school has maintained a predominating
senior high culture and focus despite being a transition school for young adolescent students. The
PoP relates to Grade 8 students who have needs for relationships and right-fit that are not
currently being met. Through the lens of the organization, my leadership approaches, and an
analysis of strengths, weaknesses, opportunities, and threats, there is potential to address the PoP
such that young adolescent students’ needs are met in their transition year. My vision for change
will be supported by the measures chosen to elicit organizational readiness.
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The next chapter further examines my leadership approaches and how they apply to
change, as well as how and what to change at PJSHS to address the PoP. Possible solutions and
considerations for ethics and equity will also be discussed.
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Chapter 2: Planning and Development
This chapter focuses on the planning and development of change that addresses the PoP
at PJSHS. A discussion of chosen leadership approaches informs the planning of how and what
to change. With frameworks chosen to lead and analyze the change process, a discussion of
possible solutions follows. Finally, concerns for ethics and equity are addressed.
Leadership Approaches to Change
Both Dust et al. (2014) and Hallinger (2003) encourage leaders to link leadership
approaches to the context of the organization they lead within for maximum effectiveness. In
consideration of both my social-constructivist lens and the PJSHS mission to empower all
learners, a transformational leadership approach augmented with instructional and distributed
leadership approaches will best address change within the context of PJSHS.
As shared in the first chapter, the culture at PJSHS can be explained using socialconstructivist theory. Existing knowledge is inseparable from the social environment it was
created within (Adams, 2006; Shapiro, 2008), which helps clarify how the former PHS routines
and processes are still utilized today. Chuang (2021) uses constructivist learning theory to
describe how interactive, relational processes are used to create new understandings and Lambert
(2009) indicated constructivist learning is reciprocal. Taken together, approaches to change at
PJSHS must include opportunities for teachers, who are the main stakeholders, to interact and
collaborate. Through relational processes of collaboration, transference of new skills and
knowledge occurs that PJSHS teachers can apply and integrate in co-creating the path for
change.
Also shared in the first chapter was the PJSHS mission to empower all learners. In the
change process, the mission relates to teachers as learners, key stakeholders, and change
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facilitators. Dust et al. (2015) explains that employees who feel empowered are motivated to
complete tasks, interact with colleagues, and affect positive action. Thus, empowering PJSHS
teachers can motivate their facilitation of change.
Hargreaves and Harris (2015) state, “Leadership is about influence [and] movement” (p.
35), and change “involves everyone in the organization” (p. 41). Their statements connect to the
collaborative and empowering nature of the PJSHS organization and align with DeFlaminis et
al.’s (2016) claim that a single administrator cannot adequately impact change without the
support of colleagues. Altogether, the research led me to the three leadership methods I shared in
the introduction of this section: transformational, instructional, and distributed. Each of these
leadership approaches takes into account the context of PJSHS and affords teachers opportunities
to lead, contribute, and co-create the path for change.
My overarching leadership approach is transformational. However, to ensure all PJSHS
teachers can be involved in influencing and moving change forward, I will also use instructional
and distributed leadership approaches. The four dimensions of transformational leadership—
idealized influence, inspirational motivation, intellectual stimulation, and individual
consideration (Aas & Brandmo, 2016; Bass & Avolio, 1993; Kwan, 2019)—frame how I will
integrate the three leadership approaches (see Table 1).
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Table 1
Integration of Three Leadership Approaches
Transformational
leadership
Transformational
dimension
leadership
Idealized
Principal driven by
influence
moral purpose.

Leadership focus
Instructional
leadership

Distributed leadership
Principal shares
influence—identifies
teachers who recognize
Grade 8 students’
challenges and want to
influence others with
modelling and discussion.

Inspirational
motivation

Principal motivates
followers with
compelling vision.

Principal facilitates
collaboration among
teacher-leaders who will
present the principal’s
vision to colleagues in
meaningful ways.

Intellectual
stimulation

Principal facilitates
opportunities for
staff to consider
methods to achieve
goals and builds
staff capacity to
support changes.

Principal and teacherleaders provide PD
and work with staff to
develop measurable
goals and evaluation
methods. Principal
coordinates
collaborative
activities, mentoring,
and school-based
learning.

Teacher-leaders create
teams and distribute tasks
related to data-gathering
and analysis, PD
implementation, and action
planning.

Individual
consideration

Principal harnesses
relationships with
staff to help them
make sense of
change and makes
considerations for
staff who need time
and support to
accept change.

Principal coaches
teacher-leaders on
how to approach and
assist staff members
who may be resistant,
anxious, or fearful of
change. Teacherleaders support those
who are struggling
with change.

Teacher-leaders assist
principal in meeting
individual staff members’
needs as they encounter
various phases in the
change process.
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Idealized Influence
The leader is responsible for influencing followers through their ethical behaviours
(Kwan, 2019), which are driven by moral purpose (Fullan, 2011). However, not every member
of the PJSHS staff will be influenced by my example alone. This is one area where I envision the
advantage of distributed leadership. Harris (2014) asserts that distributed leadership is about
sharing influence. Influence, she suggested, comes from the collaboration that occurs among
teachers, which works to create new ideas, practices, and knowledge. Such collaboration can be
facilitated through teacher learning groups designed to read, dissect, and discuss current
literature on young adolescent students’ needs in the areas of relationships and right-fit. Each
learning group would have opportunities to share their findings with the others, broadening their
knowledge and understanding prior to change efforts.
In a similar way, sharing influence to effect change that addresses the PoP can be
achieved through identifying teachers who are well-respected among staff members, and who
recognize the challenges Grade 8 transition students experience. The teachers should also be
excellent at readily establishing relationships A request will be made to teachers who possess
these qualities to act as teacher-leaders and change facilitators. Those who are willing can
influence their colleagues through purposeful discussion and by modelling positive attitudes and
behaviours toward change.
Inspirational Motivation
Kwan (2019) discusses transformational leaders as having the ability to motivate
followers with inspiring and compelling visions for transformation. I, too, will inspire and
motivate teacher-leaders toward the vision of relationships and right-fit for our Grade 8 transition
students through use of Grade 8 student survey data, which should create urgency for change.
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Then, through use of distributed leadership, a focus on constructive collaboration can lead to
positive outcomes (Harris, 2014). Teacher-leaders will collaborate with one another to determine
how to present the data and vision to their colleagues in inspiring ways.
Intellectual Stimulation
Intellectual stimulation comes about through opportunities for the co-creation of change
(Aas & Brandmo, 2016). Hallinger (2003) suggests that transformational leaders should focus on
developing the capacities of the organization that support changes to teaching and learning.
Achieving this, he claims, is through use of instructional and transformational methods of
leadership. As it relates to PJSHS, this can be achieved first through my efforts to empower
teachers to consider methods that will build their overall capacity to achieve the vision. I
anticipate many will indicate a need for professional development (PD) via workshops,
collaborative team planning, or book studies. Then, through instructional leadership, staff will be
intellectually stimulated as I provide PD that supports their learning. Drago-Severson (2007)
recommends that principals help teachers learn and improve their practices through shared
decision-making, opportunities for leadership roles, engaging in inquiry, and by setting up
mentor-mentee pairings among staff. Through these methods and a focus specifically on how
teachers can meet Grade 8 students’ needs for relationships and right-fit, teachers will be
intellectually engaged in co-creating change.
I have agency and capacity as an instructional leader, but meeting the varying learning
needs of teachers will be difficult to achieve on my own. Therefore, I anticipate distributing
leadership once again by creating teacher-leader teams. DeFlaminis et al. (2016) advocate for
teachers who volunteer for leadership roles to coordinate data-gathering and analysis, faculty-led
PD, and action planning. Teacher-leaders at PJSHS will take on such tasks as well as act in
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instructional leadership capacities that Goff et al. (2014) indicate occurs through collaboration
and coordination of mentoring, coaching, and school-based learning activities. Stimulating the
intellectual capacities of staff members by distributing leadership so they may act as change
facilitators and instructional leaders can assist the entire teaching complement in determining
how to change and what to change.
Individual Consideration
Not all members of an organization will respond positively to change. Ford et al. (2008)
discuss that change agents have a responsibility to engage in dialogue that brings resistance to
the forefront, and to forge relationships with members to assist them in sense making.
Transformational leaders understand the needs of staff (Aas & Brandmo, 2016) and respect
members’ requirements to accept change. Again, I anticipate teacher-leaders will be helpful in
this regard.
As colleagues have trusting relationships with one another, the distributed leadership
process will assist in reaching more PJSHS staff who may be fearful or resistant. Through
multiple leaders, the needs of each staff member may be met. Through instructional leadership, I
can work with teacher-leaders to anticipate and consider staff who may be resistors, or who seem
to experience difficulty with the notion of change. It will be necessary to collaborate on how to
see resistance as valuable—turning it into a positive (Ford et al., 2008). With plans generated for
addressing staff anxiety, complaints, and lack of commitment, teacher-leaders can continue to act
as change agents assisting me in meeting the needs of individual staff members.
Though I firmly believe these leadership approaches will best suit the PJSHS context in
managing change, I have also considered the limitations of transformational leadership as the
overarching approach to change.
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Limitations of Transformational Leadership
Transformational leaders have strong personal bonds with their followers and share the
ideal vision of the organization (Caldwell et al., 2012). Though I possess strong bonds with most
teachers at PJSHS, connections are developed over time and as there are a number of new staff at
PJSHS, I am still working toward this outcome. Further, regardless of my connection with
individual teachers, there is a likelihood that some may not hold the vision for change that I do.
Understanding that there are teachers who may not align with my vision or be personally
connected with me led me once again to consider Hargreaves and Harris’s (2015) claim that
leadership should involve everyone in the organization. Ultimately, by involving others in
leadership pursuits, there are likely more interpersonal bonds to leverage and therefore, more
likelihood of easing a shared vision for change. Though I identify primarily as a transformational
leader, I recognize that using only this approach could limit the depth and impact of my change
vision.
Overall, transformational leadership is the overarching leadership model I intend to use
and provides a framework for approaching change that is bolstered by the incorporation of
instructional and distributed leadership approaches. Through these three leadership styles, I
anticipate I can address PJSHS staff concerns and requirements for development of new skills
and knowledge that will move our organization toward the vision for change. Further, staff will
learn from and alongside colleagues they trust and have well-developed relationships with. With
leadership approaches in place that allow for teacher collaboration and empowerment, teachers at
PJSHS can move forward with addressing how to change.
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Framework for Leading the Change Process
Addressing Grade 8 transition students’ needs for relationships and right-fit may require
significant changes that address several aspects of the PJSHS culture. Schein (2017) indicates
that as artifacts of the culture are removed, members will try to hold on and resist change to
maintain the status quo. I anticipate changing artifacts such as the school timetable that has been
in place for decades, or teachers’ instructional assignments which have also been long-standing,
will cause distress for staff. In order to reduce the anxiety PJSHS staff experience as artifacts are
removed or changed, it is important to ensure a purposeful and explicit path for change is shared
with them. M. S. Cole et al. (2006) cautions leaders to give significant care and attention to how
change is introduced and unfolded, as this greatly affects change recipients’ perceptions.
Positive, lasting change is more likely when leaders have executed change effectively (M.
S. Cole et al., 2006). One way to ensure this is by considering the type of organization one works
and leads within. Packard (2021) advises that organizations in the human services realm adopt
normative-reeducative strategies to implement change. Such strategies involve employees as
participants in change processes including problem analysis and problem-solving (Packard,
2021). Involving staff in a process they contribute to is likely to enhance the problem-solving
capacity of the group and foster the growth of group members (Burke, 2018; Packard, 2021).
Further, a common purpose is achieved when group members also have opportunities to
communicate and cooperate (Shapiro, 2008). Through utilizing an overarching transformational
leadership approach, I can implement instructional and distributive leadership approaches to
provide opportunities for staff to collaborate and communicate throughout the change process as
they learn from and lead one another.
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In consideration of the normative-reeducative strategies Packard (2021) discusses, my
social-constructivist lens, and the empowering nature of PJSHS, any framework I consider for
leading the change process must include teachers as collaborators who co-construct the way
forward. Three frameworks holding this potential are Lewin’s (1947) stage theory of change (see
also Cawsey et al., 2019; Crosby, 2020), the change path model (Cawsey et al., 2019; Deszca et
al., 2020), and appreciative inquiry (AI; Cooperrider et al., 2008).
The Stage Theory of Change
Lewin’s (1947) three stages of change include unfreezing, moving/changing, and
freezing. The model relies on a group of people and the dynamics among them to effect change
(Crosby, 2020). The unfreezing process is focused on changing the beliefs and assumptions of
group members to challenge the status quo (Cawsey et al., 2019). Through the second stage in
Lewin’s model, change occurs when members of the organization resolve uncertainty and seek
new ways to meet goals (Mindtools, n.d.). The final stage, freezing, occurs when changes are
implemented and members develop habits to meet the changes (Cawsey et al., 2019; Lewin,
1947). Despite the terminology, freezing does not suggest permanent change. Rather, it is a time
to evaluate implemented changes, determine whether adjustments must be made, return to the
unfreeze step, and begin the iterative cycle again (Crosby, 2020).
The Change Path Model
The change path model focuses on four major areas in the execution of how to change an
organization: awakening, mobilization, acceleration, and institutionalization (Cawsey et al.,
2019; Deszca et al., 2020). Through the awakening stage, leaders analyze the organization in
relation to external and internal factors, what the data illustrate, and where gaps exist to create a
vision for change. The next stage is mobilization, when leaders conduct further analyses of the
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gaps through use of formal structures and frameworks, and the involvement of others in
discussions about what needs to change. The acceleration stage occurs as leaders employ a
variety of methods to keep momentum and support the change, including reaching out to
stakeholders to empower them to contribute to implementation. The final step is
institutionalization, where transition to the new desired state has been accomplished.
Institutionalization is maintained and aided through monitoring and measuring progress, which
are essential to understanding the impact change has had on the organization, and if goals are
achieved (Cawsey et al., 2019; Deszca et al., 2020).
AI Model
The AI model involves all members of an organization in diagnosing how to change
(Cooperrider et al., 2008). Designed to help organizations move away from dialogue that is
deficit-based, AI encourages organizations to seek possibilities (Barros-Pose, 2013; Cooperrider
et al., 2008), and all members who have a stake in the future of the organization to have input
(Barros-Pose, 2013). AI is constructionist in its approach as relationship building and dialogue
are critical to the process (Barros-Pose, 2013; Whitney & Trosten-Bloom, 2010).
There are four phases in the AI cycle: discovery, dream, design, and destiny (Cooperrider
et al., 2008; Watkins et al., 2011). These phases are enacted around an affirmative topic that
states what the organization wants to achieve (Cooperrider et al., 2008). The discovery phase
starts the process as members reflect on the assets of the organization based on current and past
practices (Cooperrider et al., 2008; Watkins et al., 2011). Reflection on the past reveals themes
that lead to the dream phase, where possibilities addressing the affirmative topic are created. The
third phase of design is when members create affirmative action statements to articulate what
needs to be done to realize the dream. Once tasks, knowledge, skills, and attitudes are compiled
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into action statements, the destiny phase is enacted. The destiny phase represents the culmination
of the previous three phases and the start of a culture shift (David Cooperrider and Associates,
2012; Whitney & Trosten-Bloom, 2010). Members of the organization act upon their
commitments and evaluate what changes take place, essentially bringing them back to the
discovery phase.
Comparing the Models
As I anticipate using transformational, instructional, and distributed leadership
approaches, employing a change model that allows for each approach to be integrated is key.
Table 2 illustrates the applicability of each leadership approach with Lewin’s (1947) stage theory
of change (see also Cawsey et al., 2019; Crosby, 2020), the change path model (Cawsey et al.,
2019; Deszca et al., 2020), and AI (Cooperrider et al., 2008). The chosen change model must
also take into account the context of PJSHS, specifically the social-constructivist underpinnings
and the mission of empowerment.
Table 2
Leadership Approaches in Relation to Change Models
Leadership
approach

Stage theory of change
(Crosby, 2020; Lewin,
1947)

Change path model
(Cawsey et al., 2019;
Deszca et al., 2020)

Appreciative inquiry
(Cooperrider et al.,
2008)

Transformational
leadership
Idealized
influence

“Unfreezing” by
sharing the vision

“Awakening” as leader
creates vision for
change.

“Discovery” as
leader demonstrates
care and concern for
members’ input.

Inspirational
motivation

“Unfreezing” by
creating urgency and
challenging
assumptions.

“Awakening” as leader
shares vision for
change and supporting
data.

“Discovery” as
members share
positive stories;
“dream” as members
inspire one another.
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Leadership
approach

Stage theory of change
(Crosby, 2020; Lewin,
1947)

Change path model
(Cawsey et al., 2019;
Deszca et al., 2020)

Appreciative inquiry
(Cooperrider et al.,
2008)

Intellectual
stimulation

“Unfreezing” by
creating urgency and
challenging
assumptions;
“moving/changing” by
seeking new ways to
meet goals.

“Mobilization” as
leader involves others
in change discussions.

“Dream” as members
consider the potential
of the organization;
“design” as members
form possibility
propositions.

Individual
consideration

“Unfreeze” as leader
addresses doubts and
concerns

“Mobilization” as
leader assists reticent
members.

“Discovery” through
individual interviews
and questionnaires.

Instructional
leadership

“Moving/changing” by
seeking new ways to
meet goals; “freezing”
by evaluating changes
to determine whether to
return to first stage.

“Institutionalization”
“Destiny” by
through monitoring and providing learning
measuring.
opportunities for
members and
revisiting goals to
assess return to first
phase

Distributed
leadership

“Freezing” as members
integrate and sustain
change.

“Acceleration” as
leader involves others
and empowers
stakeholders to
contribute.

“Destiny” as
members form own
groups to plan course
of action.

All three models have aspects that align with my overarching transformational leadership
approach. Each model requires members’ input to proceed on the path to change, therefore
aligning with the social-constructivist paradigm. Members are also empowered through
interactive, relational, and group processes involved in each model. Since all models suit the
context of PJSHS and my overarching leadership approach, determining the most fitting model
for change shall be based on other contextual factors.
In Chapter 1, I discussed two significant contextual factors. The first was how the history
of the school played a significant role in the culture at PJSHS. For example, this is evidenced in
the continuation of the high school processes like the four 82-min block timetable for all ages of
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students. The second factor I discussed was how stakeholders’ feedback into branding the new
school with the name and logo from the former school were not put into effect. This created
perception among teachers and community members that their input was not valued. Cawsey et
al. (2019) explained how negative feelings toward change leaders occurs when recipients had
negative experiences in the past. When teachers noted their input was disregarded, this could
have contributed to a compromised sense of trust for school or GFSD leaders. In light of these
two factors, I believe that for change to occur, the chosen model needs to consider the history of
the organization and provide a method where teachers gain a sense of trust and feel their input
for change will be enacted. The AI framework can assist in the development or rebuilding of
trust as it is a respectful collaborative process where all teachers’ input is reflected throughout.
AI as the Chosen Framework
AI provides a framework that allows members to celebrate the best aspects of the
organization’s history in designing the future. Using an assets-based approach and positive
questioning, AI guides members to look for a solution to be embraced originating from the best
aspects of the past that still exist within an organization (Cooperrider et al., 2008; Watkins et al.,
2011; Whitney & Trosten-Bloom, 2010). Neither the stage theory of change (Lewin, 1947) nor
the change path model (Cawsey et al., 2019; Deszca et al., 2020) make the organization’s history
a critical component of the change process.
Whitney and Trosten-Bloom (2010) claim that the AI process brings about trust because
all members of the organization work together in a positive fashion to bring about action,
resulting in false or negative perspectives dissipating. Their claims were studied by Calabrese et
al. (2013) who monitored the AI process as it was used to create change in an organization. Their
study showed the collaborative processes members engaged in throughout the AI cycle resulted
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in each individual contributing to change and increased levels of trust developing among them.
Through AI, teachers at PJSHS will not only have input for change, but their input will be
enacted and trust can be enhanced.
In proceeding with how to change, I have determined that AI is a framework that not only
suits my three leadership approaches to change, but it is also suited to organizations with socialconstructivist underpinnings with emphasis on empowering its members, like PJSHS. AI also
takes into account the history of an organization, member input, and building trust, which are all
factors shaping the PoP. Therefore, AI is the approach that will be used to determine how to
change in relation to the organization and PoP. Furthermore, the AI process will be utilized to
implement change and is discussed more thoroughly in Chapter 3.
Critical Organizational Analysis
Though I have established the framework that will be used to implement change at
PJSHS, there is more to consider prior to initiating an AI cycle. Change should be strategic, with
decisions made in proper sequence (Bruch & Gerber, 2005). First, members of the organization
need to understand the vision. The vision, shared in the previous chapter, is for Grade 8
transition students to readily develop relationships with teachers and peers in their new school,
and to experience classroom environments and teacher pedagogy that is a developmental right-fit
with their EFS. The vision will be restated for teachers, and then potential changes will be
explored.
Determining the best changes to be made in the organization needs to occur before
change is implemented (Bruch & Gerber, 2005; Kotter, 2009). Stavros and Wooten (2011) share
that strategy of analysis and planning is essential to give direction to the organization prior to
change implementation. Change strategies and processes also need alignment with the
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organization’s culture for success to be realized (Bruch & Gerber, 2005). For PJSHS, a model for
organizational analysis must complement the social-constructivist theory used to understand this
PoP and the empowering culture of the school.
Fifolt and Lander (2013) explain that the SOAR model as an approach that involves
stakeholders in collaborative identification of the value existing within their organization and the
desired future. SOAR refers to strengths, opportunities, aspirations, and results (Fifolt & Lander,
2013; Stavros & Hinrichs, 2009; Stavros & Wooten, 2011; Zaretsky & Cole, 2017). This
positive, possibility-focused approach helps members determine the strengths of the organization
and how it may flourish (Stavros & Hinrichs, 2009; Stavros & Wooten, 2011). The SOAR
analysis also aligns with the tenets of AI (Fifolt & Lander, 2013; Stavros & Wooten, 2011;
Zaretsky & Cole, 2017), making it a natural fit with the framework for leading change at PJSHS.
Whitney and Trosten-Bloom (2010) combine the SOAR model with the four phases in
the AI cycle. The parallel processes are illustrated in Table 3. Each element of the SOAR model
connects to the focus statement for each phase of the AI cycle.
Table 3
Connecting SOAR to AI Phases
SOAR element

AI Focus statement

AI phase

Strengths

“The best of what is”

Discovery

Opportunities

“What could be”

Dream

Aspirations

“What should be”

Design

Results

“What will be”

Destiny

Note. Adapted from Cultivating Change Using Appreciative Inquiry, by M. Fifolt and L. Lander,
2013, p. 22. Copyright 2013 by Wiley.
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SOAR will allow for teachers’ analysis of PJSHS and input into the planning that
precedes change implementation. A SOAR analysis may lack the tension of other businessoriented models of organizational analysis like Nadler and Tushman’s (1980) congruence model,
but as discussed earlier, I chose the AI method for change implementation, which the SOAR
model is well-suited for. The SOAR model philosophically aligns with AI because it focuses on
collaborative processes where members identify the organization’s positive attributes and relate
them to the future vision. Furthermore, in my discussion of the aspirations element of the SOAR
model, which relates to the vision, I will clarify the gaps between the PoP and the vision by
drawing from the SWOT analysis shared in Chapter 1.
Strengths (Discovery)
The greatest assets of the organization are the focus of the strengths element in the SOAR
model (Stavros & Wooten, 2011). Strengths include resources, assets, capabilities, and
accomplishments (Stavros et al., 2014). Strengths of the PJSHS organization are teachers, school
council, relationships with feeder school staff, and access to PD.
Teachers
PJSHS teachers enjoy collaborating, learning from and leading one another, and helping
each other. Staff are willing to take on roles in their areas of interest or specialty to lead or train
their colleagues (PJSHS, 2021). There is a distributed learning model in effect at the school as
staff co-lead and co-learn in a variety of subjects and PD opportunities. Teachers are wellconnected, warm, and caring.
School Council
Through communication, volunteering, and decision-making, parents can influence and
positively impact the school community (VanValkenburgh et al., 2021). PJSHS parents have
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influence through the active, parent-led school council which meets monthly. The council
follows bylaws mandated by the Alberta School Councils’ Association (ASCA) and exists to
facilitate collaboration among school stakeholders to enhance student learning (ASCA, n.d.). The
ASCA empowers parents to engage in education issues while being responsive and adaptable
(ASCA, n.d.). PJSHS school council is highly supportive of programs for students, has high
regard for teachers, and communicates positively about PJSHS within the wider community.
Relationships With Feeder School Staff
PJSHS staff and administration have friendly, trusting relationships with the feeder
school Grade 7 teachers and administrators. Current transition processes include visits from
PJSHS staff to the feeder schools, tours of PJSHS for Grade 7 students and their teachers, Grade
7 parent information night, and student information meetings between Grade 7 and 8 teachers.
The teachers and administrators at each elementary school are willing to assist in any way
possible to see their students experience success as they transition into PJSHS.
PD Access
PD is part of the yearly SAP and has a specific budget set to meet school goals. Teachers
have access to a plethora of PD agencies within and outside of GFSD. The PJSHS budget,
though finite, has a relatively generous yearly allotment for PD. These specific funds can assist
PJSHS staff in meeting goals related to addressing Grade 8 transition students’ needs for
relationships and right-fit. Further, teachers are able to access funds and professional training
through their professional association (Alberta Teachers’ Association, n.d.).
Opportunities (Dream)
The conversations centered around strengths of the organization lead to identification of
opportunities (Stavros & Wooten, 2011). With respect to the PoP, the opportunities need to
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reflect how PJSHS staff will focus efforts to leverage the school’s strengths and meet the
relationship and right-fit needs of Grade 8 transition students. The strengths categories identified
in the previous section appear again and reveal potential opportunities.
Teachers
As staff get along well with each other and already embrace opportunities to learn from
and lead one another, there are opportunities for those wishing to act in a leadership capacity to
facilitate change. Some may already possess knowledge or skills that can be shared in
determining methods to best address students’ needs for relationships and right-fit.
School Council
The PJSHS school council, as parents in the community, desire to support teachers to best
meet the needs of students in the school. Through communication efforts, parents on school
council may best advertise what the school staff are doing to meet transition students’ needs.
This will be incredibly helpful as changes in school processes are likely to be different than what
community members and former students remember from the past.
Relationships With Feeder School Staff
The staff at each feeder school know their Grade 7 students best. With a vested interest in
seeing their students’ transition to PJSHS go smoothly and for their Grade 8 year to be positive,
the staff at the feeder schools are likely to support PJSHS in any way they can. Opportunities
exist for feeder school staff to become more involved in transition processes that build a better
bridge between elementary school and PJSHS including assisting with bridging connections
between parents and their children’s future Grade 8 teachers.
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PD Access
With a healthy budget for PD, staff may consider allocating these funds for school-wide
training to meet Grade 8 transition students’ needs. Staff can collaborate on what types of
training opportunities exist that they feel will best suit their professional needs.
Aspirations (Design)
Once strengths and opportunities are taken into account, the future of the organization is
explicitly stated (Stavros & Hinrichs, 2009). Stavros and Wooten (2011) explain that aspirations
in the SOAR model connect to the vision held by members of the organization that inspires and
guides action. They indicated aspirations elicit individuals’ passions, who they wish to become,
and where they see the organization in the future. Essentially, aspirations represent the vision for
the future held by the group. From this point onward in the OIP, each time I speak about the
future vision for PJSHS, I will use the term aspirations as it is specific to the model I have
chosen to implement.
In relation to the PoP, I anticipate the aspirations will relate to the desire of teachers at
PJSHS to develop the understanding and skills to better nurture Grade 8 students transitioning
into the school through fostering relationships and ensuring a fit between their EFS and teachers’
expectations. Reaching these aspirations could be hindered by existing weaknesses PJSHS
possesses which were identified in the SWOT analysis in Chapter 1. Figure 2 illustrates the gap
between the weaknesses that currently exist within PJSHS and the aspirations for the future. The
gap contains questions for consideration that must be addressed if aspirations are to be realized.
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Figure 2
Gap Between Weaknesses and Aspirations

Results (Destiny)
Results indicate whether desired outcomes are being achieved and assist in maintaining
the motivation and commitment of stakeholders (Stavros et al., 2014). At this point, teachers are
apt to admit the result or destiny they wish to realize has not yet occurred. Staff are likely to
voice that meeting their aspirations is likely to occur only through shifting teacher practices and
long-standing school routines such that Grade 8 transition students experience a sense of
belonging at PJSHS through connection and developmentally appropriate expectations.
Once the SOAR analysis has been completed, teachers could collaborate to identify the
change priorities. Priorities may take into account the gap identified between the weaknesses that
exist in PJSHS as an organization and the desired aspirations for the future. Teachers could also
review the strengths and opportunities that might contribute to realizing the aspirations. PJSHS
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teachers, the main stakeholders, are most represented in the SOAR analysis as they have the
largest role to play in bringing the aspirations to fruition. The other stakeholders identified in the
analysis of strengths and opportunities will have roles to play that are further discussed in the
communication section of Chapter 3.
Change Priorities
The priorities for change relate to the gap identified in Figure 2. An analysis of current
weaknesses reveal questions that must be addressed if the aspirations are to be realized. Based on
the gap questions in Figure 2, the change priorities are: (a) shifting the predominating senior high
culture by developing teachers’ knowledge and understanding of Grade 8 transition students’
needs for relationships and right-fit, (b) enhancing relationships between Grade 8 transition
students and their teachers and peers as well as providing school processes and teacher pedagogy
that aligns with students’ EFS and developmental capacities, and (c) embedding relationship
development into the school day.
Moving forward with change that addresses the PoP requires a solution that can address
each of the change priorities.
Solutions to Address the Problem of Practice
Before identifying solutions that address the PoP, PJSHS staff will have had an
opportunity to review the strengths, opportunities, aspirations, and results presented in the SOAR
analysis. There are three possible solutions that could address the PoP. Each is considered along
with advantages and disadvantages.
Solution 1: Build Teacher Capacity Through PD
It is common for teachers in middle and junior high schools to have low self-efficacy in
relation to their abilities to teach and manage adolescent students (Eccles, 2004; Young et al.,
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2011). Teachers who lack confidence in their own abilities or those of their adolescent students
create environments of diminished expectations (Young et al., 2011). This results in students
who feel disengaged, incapable, and isolated. Eccles (2004) discusses the self-fulfilling prophecy
of teachers who lack confidence in themselves and their students resulting in students who act
out by exhibiting negative behaviours. PD training and workshops exploring adolescent
development, the value of relationship building, and how to build students’ EFS could develop
teacher efficacy to match pedagogy to adolescent EFS and developmental capacities as well as
build teachers’ skills in connecting with students.
Leigh Sanzo et al. (2011) discuss schools that are successful in developing early
adolescent academic achievement and social-emotional development have leaders who facilitate
meaningful PD opportunities for staff. This can be achieved through transformational leaders
who seek to increase teachers’ capacity, and instructional leaders who coordinate and monitor
instruction to develop teachers and students (Aas & Brandmo, 2016), which fits well with my
proposed use of these leadership approaches. As most of the teachers at PJSHS are secondarytrained subject specialists, they lack knowledge, skills, and understanding regarding early
adolescent development including developmentally appropriate pedagogy and EFS. Teachers
should understand the developmental trajectories and needs of early adolescents (Cook et al.,
2016; Ellerbrock et al., 2014; McEwin & Greene, 2010). Moreover, teachers need to build their
capacity individually and collectively (Antinluoma et al., 2018; Mitchell & Sackney, 2011) and
may involve outside experts and in-school collaboration (Cordingley & Hughes, 2021).
Advantages
Blandford (2000) advocates for building teachers’ capacity because the effects can be
significant and long-reaching. She notes that as individual teachers’ performance improves,
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effective practices develop and change is facilitated. The Alberta Teachers’ Association (n.d.)
offers professionals a wide variety of methods to build staff capacity that can meet individual
teachers’ PD requirements and assist PJSHS in moving forward with this proposed solution for
change.
Darling-Hammond et al. (2005) shares that teachers are more effective with students
when they have a good understanding of child development and learning. Building staff capacity
in these areas can develop teachers’ self-efficacy for positive engagement in teaching and
relating to adolescent students. Teachers who understand students’ EFS can create learning
environments that fit their developmental capacities and result in positive connections and
relationships with students. The result will be students who are emotionally and cognitively
engaged after transition from elementary school (Symonds & Hargreaves, 2016), which is
exactly what we want at PJSHS.
Disadvantages
To improve teaching and learning, Joyce and Showers (2002) and Zepada (2019) share
that PD needs to extend over significant lengths of time. Job-embedded professional learning
(Croft et al., 2010; Joyce & Showers, 2002; Zepada, 2019) and significant coaching are required
to ensure teachers’ learning is transferred to classrooms (Joyce & Showers, 2002). PD
opportunities are also “big-ticket budget item[s]” (Zepada, 2019, p. 6) due to substitute teacher
costs, workshop or conference fees, and costs associated with on-site coaching.
The biggest disadvantages to this solution relate to the time required for training, the
challenges in implementing in-school coaching and job-embedded PD, and the financial
commitment. Further, when teachers are out of their classrooms for training, they lose time with
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students, impacting the development of teacher–student relationships, and the time needed for
teachers to understand what their students are capable of.
Solution 2: Create a Grade 8 Community
Ellerbrock and Kiefer (2014) discuss that transition to a new school is easier for students
when they are given opportunities to connect with teachers in grade-level communities. They
found grade-level learning communities enhanced connection between teachers and learners
creating a sense of belonging among adolescent students. School transition is stressful for
adolescents (Longobardi et al., 2016; Symonds, 2015), who seek comfort and support from
teachers to explore their learning environment (Verschueren, 2015; Wang & Eccles, 2013). So, a
Grade 8 community could enhance the formation of relationships, which Eccles and Roeser
(2009) found to be critical as adolescents transition into a new environment. Student–teacher
relationships positively affect emotional and cognitive engagement in school (Longobardi et al.,
2016; Symonds & Hargreaves, 2016).
Currently PJSHS is structured on a senior high model where Grade 8 students move
about the school from class to class and no longer have a homeroom as they were accustomed to
in elementary school. In their first year, they will have several different subject specialist
teachers. The increased number of teachers combined with school transition results in greater
feelings of anonymity and less connection with adults than students experienced in elementary
school (Davis, 2006). The comfort of elementary school days where everyone knew each other
(Bafumo, 2006) can be replicated in a Grade 8 student and teacher community.
A Grade 8 community could be assigned to a specific area of the school and house the
Grade 8 student cohort, as well as the designated teacher cohort. Teachers in the community
would teach only Grade 8 level students. By reducing the number of teachers each student works
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with, the development of student–teacher relationships and teachers’ understanding of their
students’ levels of EFS can occur more readily.
An additional design of the Grade 8 community relates to the teachers, who would form a
professional learning community (PLC). A PLC is discussed by DuFour (2004) as teacher
collaboration focused on student learning and improved student achievement. Currently PJSHS
teachers do not have PLCs, but in the context of the Grade 8 community, teachers would meet
regularly to focus on developing relationships among the adults and students in the community,
strategize to address specific students’ challenges and needs, and determine how to assess and
adjust pedagogy to meet the EFS of students. Through the Grade 8 teacher PLC, teachers would
be able to collaborate and direct their efforts specifically to meeting students’ needs for
relationships and right-fit in the Grade 8 community.
Advantages
One advantage of the Grade 8 community lies in the opportunities for students to readily
connect with adults at PJSHS. For example, students would work with one teacher for two or
more subjects instead of seeing a different teacher for each course. Positive relationship
development with teachers helps students realize better academic engagement and achievement
(Tillery et al., 2013; Young et al., 2011), and students’ overall school experience is improved
when they have connections with teachers (Tian et al., 2016).
R. M. Ryan and Deci (2000a, 2000b) explain that teachers who have better relationships
with their students know their students well and are better able to create a suitable fit in
programming aligned with abilities and interests. Thus, another advantage of the Grade 8
community is the establishment of an environment better suited to students’ developmental
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stages and EFS. A community dedicated to the developmental needs and abilities of young
adolescents could ensure a stage–environment fit (Eccles & Roeser, 2009).
A third advantage of this solution relates to the creation of a PLC. With a small cohort of
Grade 8 teachers, coordination of PLC activities may be much easier to manage. PLCs provide
an environment that allow staff to build capacity and work as a team (Dufour, 2014), which will
be beneficial to the Grade 8 community as a whole. PLC focus can be streamlined to build
teachers’ capacities to meet Grade 8 students’ needs for relationship and right-fit. Teachers in the
PLC can work together to determine and organize the best methods to develop professionally,
share best practices with one another, and support each other in best meeting students’ needs.
Disadvantages
The overarching disadvantage to this solution relates to ethics and equity. By creating a
community for Grade 8 students in a specific location of the school, isolation of the Grade 8
students may be promoted. Sumner et al. (2018) warn that physical and social boundaries can
impact an adolescent’s identity development. In their research, they found that adolescents need
to experience a variety of contexts and environments for healthy identity and social skills
development. Based on their findings, isolating Grade 8 students from the social milieu of the
school, could result in unfavourable outcomes. Additionally, considerations must be made for the
teachers in the Grade 8 community. They, like their students, will be apart from the rest of the
school and their PLC work will relate only to their niche area. This may foster feelings of
isolation from their colleagues and the rest of the school. It could also promote perceptions of
inequity for teachers inside or outside of the Grade 8 community.
If teachers do not volunteer to be part of the Grade 8 community, decisions would need to
be made about which staff members to assign to it. Staff will be required to teach more than one
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subject, and many have limited experience teaching outside their specialized subject area.
Traditional senior high teachers have less experience with middle years’ students (George,
1990). Thus, teachers will require training in areas related to relationships and right-fit as well as
teaching new subject areas.
The most significant and concerning disadvantage of this solution relates to the potential
for creating a school within a school. That is, having a separate school within PJSHS where
Grade 8 students and teachers are relatively isolated from the rest of the school community.
Further disadvantages relate to the time and potential costs associated with releasing teachers for
PLC work and the PD required to meet the demands of teaching in subject areas outside of their
specialties.
Solution 3: Implement Teacher Advisory Groups
As students move from elementary schools into new environments, a sense of isolation is
common (Ellerbrock et al., 2014; Mac Iver & Epstein, 1991; Shulkind & Foote, 2009). Teacher
advisory groups (TAGs) help ease the anxiety felt by transition students by fostering
connectedness and interpersonal relationships among the school community (D’Amore, 2013;
Mac Iver & Epstein, 1991; Shulkind & Foote, 2009). Alberta Education (n.d.-a) describes a TAG
as a group of students who are assigned to a teacher-advisor who fulfills the role of the students’
main adult contact in the school and assists the group with academic and social-emotional goals
and challenges.
D’Amore (2013) recommends that connections are made between advisees and advisors
as soon as possible. Students would meet their teacher-advisor during the latter part of their
Grade 7 year. Once regular TAG meetings began, TAG time would provide students with
opportunities to work with their advisor to address any academic or social issues they may
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experience (Diehl, 2021; Shulkind & Foote, 2009). For example, teacher-advisors can use TAG
time to support students’ EFS development through explicitly teaching organizational skills and
holding students accountable through use of a daily planner, thereby pro-actively addressing
homework completion—a challenge most Grade 8 transition students experience each year at
PJSHS. Another example relates to Grade 8 transition students’ challenges with emotional
control—another EFS that teacher-advisors can explicitly teach through use of student role play
to demonstrate behaviours for positive peer relationships.
Advantages
Creation of TAGs can ease the stresses and challenges of students’ transition into a new
school (Mac Iver & Epstein, 1991). Shulkind and Foote (2009) discuss how advisories help meet
young adolescents’ needs for belonging through the connections they make with their specific
teacher and peer group. In fact, academic growth and social bonds improve through an advisory
system (Diehl, 2021; Shulkind & Foote, 2009). TAGs can contribute to a school culture that is
nurturing, caring, and community-oriented (Galassi et al., 1997; Shulkind & Foote, 2009).
Additionally, TAGs are connected to improving student–teacher relationships, student attitudes
toward school, and increased feelings of belonging (Alberta Education, n.d.-a; Imbimbo et al.,
2009).
TAGs create an atmosphere concurrent with stage–environment fit theory (Eccles &
Roeser, 2009), which can translate to creating classrooms that are a right-fit for students. In the
context of PJSHS, TAG time would be dedicated to developing relationships as well as the EFS
of students. Dawson and Guare’s (2016) executive skills assessment would be administered to
students over the course of the TAG year. Teachers could use the results to identify their
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students’ specific executive functioning needs, teach EFS during TAG time, and monitor for
improvement.
Advisories can be implemented at any grade level and students can be grouped in crossgraded fashion. Advisories could be implemented at all grade levels in concert with the Grade 8
classes, or after Grade 8 advisories are well-established. In this regard, there could be
opportunities for all students and teachers at PJSHS to have TAG programming in the future.
Disadvantages
As this would be a new idea at PJSHS, teachers will require training and preparation as
they learn what happens during advisory time (Galassi et al., 1997; Mac Iver & Epstein, 1991).
Training and development need to be ongoing to ensure teachers can consistently lead successful
TAG programs (Anfara, 2006; Esposito & Curcio, 2002; Niska, 2014). TAGs should be
implemented slowly and patience is required (Dreer et al., 2012). With this in mind, there is a
risk that with the extensive time needed for implementation, staff may lose enthusiasm, so a
process for continued motivation and monitoring would also need to be in place. Coaching may
aid staff in this regard. In fact, Anfara (2006) posited that for TAG programs to be implemented
successfully, on-site coaching is a requirement.
Again, the time and costs of training will impact the school budget, as will costs
associated with having on-site coaching. PD or training means teachers will once again be away
from the students whom they need to connect with.
Comparing Solutions
Each independent solution relates to the aspirations of establishing student–teacher
relationships and creating right-fit for Grade 8 students. However, the chosen solution needs to
ensure the long-term maintenance of the aspirations. For this to occur, a shift in the practices and
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attitudes of teachers is required. This means a shift from the prevailing senior high culture to one
that is also considerate of the unique needs of the early adolescents at PJSHS.
Schein (2017) advises that a culture shift happens when learning is shared. In a group,
individuals move to a shared understanding around new learning and create a new pattern of
values and beliefs. This happens over time, along with experiences of success that validate the
shifting group norms and identity. The culture, Schein (2017) explains, has shifted when four
key factors are met: (a) structural stability (there is ritual or predictability), (b) depth (practices
are embedded), (c) breadth (change relates to all group members), and (d) patterning or
integration (there is consistency and order).
Leaders must weigh the risks of any decision (Lynch, 2020). Though each has
disadvantages, the chosen solution must offer the most opportunities to shift culture. The four
factors Schein (2017) identifies are the criteria used to compare the solutions. The achievability
level (low, medium, or high) of each factor is compared to each solution in Figure 3.
Figure 3
Comparing Solutions to Schein’s Four Factors of Culture

Solution 1 has low chances of shifting teacher practices and attitudes because
permanence in professional learning is not going to be reached. Katz et al. (2018) explain that
permanence must be attained for changed thinking and practices to come to fruition. As shared in

66
the discussion of disadvantages in Solution 1, PD is only effective if it is job-embedded and
extends over a long period of time. Further, Katz et al. (2018) share that without specific and
similar learning goals for all teachers, a regular schedule for collaborative work, and a method of
accountability, changed thinking and practices are unlikely to happen. Solution 1 offers low
levels of stability, depth, breadth, and patterning and is therefore not the best solution to address
the PoP.
The Grade 8 community proposed in Solution 2 has strength in being predictable and
embedded in the practice of the school overall. Within a few years, PJSHS stakeholders would
take for granted that Grade 8 students and their teachers have their own particular area within the
school. However, breadth would not be achieved because only the Grade 8 teachers and students
would be part of this solution. The final factor of patterning may be minimally achieved, because
the Grade 8 area of the school could be maintained year after year, but as teachers leave the
community due to retirement or assignment changes, the consistency and order would be
impacted as newcomers enter the community. The difficulty in achieving high levels of
patterning combined with the lack of breadth indicates Solution 2 is not feasible.
The third solution of TAGs meets each factor to a high degree of achievability. When
teachers have had training and on-site coaching to establish the TAGs, and have developed a
curriculum that is followed by everyone, the stability, depth, and breadth are all highly achieved.
Patterning comes as a result of the program occurring each year, embedded in the Grade 8
program, and reaching all advisors and advisees. As mentioned earlier, the TAG program has the
ultimate potential of being integrated among all grades throughout the school after it has been
successfully implemented with the Grade 8 cohort. When school-wide TAGs occur, Schein’s
(2017) four factors will be realized with amplified impact.
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Starratt (2017) advocates for educational programs to nurture the human, intellectual, and
social growth of the young. TAGs are a way to achieve this growth in both staff and students.
Prior to implementing a solution, however, I need to ensure that the solution is ethical.
Leadership Ethics and Organizational Change
As a school administrator, I have a responsibility to ensure that the school adheres to
provincial legislation and the guiding policies of GFSD. As Starratt (2017) discusses, managing
a school to meet such controls should be done in a way that is responsive to the humans within it.
He offered administrators three guiding themes for building ethical schools: ethic of critique,
ethic of justice, and ethic of caring. In leading and implementing change at PJSHS, I desire to
proceed such that each of these three themes is realized.
Ethic of Critique
School leaders consider which groups in their schools benefit more than others when an
ethic of critique is applied (Shapiro & Stefkovich, 2016; Starratt, 2017). When a disproportionate
advantage is exposed, the leader is morally compelled to make changes that are responsive to the
rights of all individuals to have equal participation and experience achievement (Starratt, 2017).
As described through the gap analysis shared earlier in this chapter, current PJSHS processes and
structures are not equitable for all students in the school. The needs of older adolescent students
and secondary-trained teachers tend to be met, whereas the need for Grade 8 transition students
to have strong relationships with teachers and right-fit pedagogical practices is not being met.
The acceptance of this inequity is a result of years of influence (Cammorata, 2012) based on
history and underlying assumptions (Schein, 2017). Starratt (2017) suggests that school leaders
take up the challenge to restructure environments such that education is ethical.
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The challenge in using the ethic of critique is creating social arrangements that are
responsive to everyone’s rights (Starratt, 2017). Implementing TAGs as means to address Grade
8 students’ needs for relationships and right-fit must also consider the impact on other students
and teachers. Given that TAGs have the potential to be implemented school-wide, it would seem
that what Starratt (2017) discusses as the common good could be achieved.
Starratt (2017) also asserts that leaders with an ethic of critique address structural issues
to achieve more equitable solutions. Prior to TAG programs, teachers will require training to be
effective advisors. Training can address the structure and environment of each classroom to
ensure equitable alignment to students’ EFS and developmental capacities. Larger structural
issues, such as embedding TAG time into the timetable and ensuring all students have an
advisor, will also be addressed. Structural changes requiring teachers to learn new skills and
knowledge to shift from practices of the past represent second order changes (Waters et al.,
2003). The transformational, instructional, and distributed leadership approaches I utilize will
allow me to exercise an ethic of critique toward all stakeholders in application of second order
changes.
Ethic of Justice
Meeting the needs of individuals as well as the common good is the hallmark of the ethic
of justice (Starratt, 2017). Shapiro and Stefkovich (2016) discuss how the existence of laws and
legal documents ensures the ethic of justice exists in schools. Documents such as the Alberta
Education Act (2012), Teaching Quality Standard (Alberta Education, n.d.-b), and GFSD
policies, dictate the school shall be inclusive and meet the needs of all students. School processes
implemented to meet those legal requirements, according to Starratt (2017), further ensure an
ethic of justice when they are open to debate among stakeholders. As the change leader, I
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envision a return specifically to the Teaching Quality Standard (Alberta Education, n.d.-b) and
the Code of Professional Conduct (Alberta Teachers’ Association, 2018) as a reminder of why
we must meet the relationship and right-fit needs of our early adolescent students. Both
documents clearly outline the expectations for teachers to meet each individual student’s learning
level and needs. There will be discussion and debate among the teaching staff about how TAGs
allow and help us to meet what is required from all of us as members of the teaching profession.
For example, teachers must support student success in inclusive, welcoming, caring, respectful
and safe learning environments (Alberta Education, n.d.-b).
I will further illustrate, through the use of Alberta Education’s (2020) Leadership Quality
Standard, what my obligation is to teachers and students, and how TAGs allow me to meet those
standards. For instance, the first competency for school leaders in the Leadership Quality
Standard is fostering effective relationships with students and teachers. TAGs will allow me to
demonstrate this competency through meeting a number of indicators, especially: (b)
demonstrating empathy and a genuine concern for others, (g) acting consistently in the best
interests of students, and (i) communicating, facilitating and solving problems effectively.
Teachers, as key stakeholders, will be empowered to collaborate and be fully involved in
decision-making and planning for change. In pursuit of this ideal, as the change leader, I will
need to ensure each teacher has equal opportunity to have their voice heard throughout the
change process. This will ensure fair and just decisions are made (Shapiro & Stefkovich, 2016)
while giving every member voice in cocreating the path toward change.
Ethic of Caring
An ethic of caring regards and nurtures all humans (Starratt, 2017), and is based on a
caring relation between people (Noddings, 2011). Ultimately, it is the desire to care for and
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nurture the youngest and newest members of PJSHS that drew me to the problem explored in this
OIP. Teachers (carers) work to meet the needs of students (the cared-for), resulting in mutual
benefits and strengthened relationships (Noddings, 2011). As the principal of PJSHS, I desire for
the carers and the cared-for to experience school and learning in positive and mutually beneficial
ways.
When teachers meet Grade 8 students’ needs for relationships and right-fit, both will
benefit. Student learning is positively influenced when their social and emotional needs are met
(Raphael & Burke, 2012; Tian et al., 2016), and meeting students’ capacities in a
developmentally appropriate environment influences student motivation and academic growth
(Eccles & Roeser, 2009, 2011). When student needs are met, teachers will experience students
who are engaged, motivated, and have fewer behaviour challenges. The benefit to teachers is a
more positive and productive classroom environment. TAGs have the potential to address the
ethic of care I desire for both students and teachers.
As the preferred solution, TAGs address the ethics of critique, justice, and caring. A
fourth ethic, the ethic of profession (Shapiro & Stefkovich, 2016) will also be valuable. The ethic
of profession anchors leaders making ethical decisions in educational settings.
Ethics of the Profession
Educational leaders must consider moral factors unique to educational contexts (Shapiro
& Stefkovich, 2016). Though there are multiple policies, laws, and codes of ethics school leaders
must adhere to, they must also consider what is in the best interests of students. Shapiro and
Stefkovich (2016) advise educational leaders to place students as the top priority in all decisionmaking. As the principal of PJSHS, this is what I have done. I have defined a PoP that relates to
students and determined a solution that is in their best interests.
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Shapiro and Stefkovich (2016) warnschool leaders to be wary of a potential clash
between personal ethics in addressing school change and the practices and customs of the
community. The history of PJSHS will once again be considered as the school’s generational
families, used to the way things have always been done, may disagree with proposed changes.
Furman and Shields (2005) discuss the notion of community ethics and advised school leaders to
work with community members in decision-making processes. Methods that promote
understanding, inquiry, and work toward the common good (Furman, 2004) shall be
implemented. I will create opportunities for parents to gain understanding of proposed changes
and ask questions for clarity by making evident that changes are made with their children’s best
interests of utmost importance. One way to do this would be to present the PoP and solution to
the PJSHS school council. Parents on the council could ask questions, provide input to what
other EFS or challenges they hope TAGs would address, and share the information with the
wider parent community.
Overall, school leaders must build ethical schools (Starratt, 2017), while maintaining a
focus on doing the best for students (Shapiro & Stefkovich, 2016). The ethics of critique, justice,
caring, and the profession all require consideration in the implementation of change (Shapiro &
Stefkovich, 2016). With regard to the PoP, these ethics will be extended to all stakeholders, with
a purposeful focus toward staff and students who will be impacted most by changes at PJSHS.
With a lens for equity, these two groups must be thoroughly considered.
Leadership for Equity
Cammorata (2012) and Furman (2012) advise that leaders recognize and understand how
school practices favour some groups to the detriment of others. In the context of PJSHS, school
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data, history, and school structures and pedagogy are aligned with the needs of older adolescent
students, not the younger students. Equity for all students is not being achieved.
Inclusivity must be fostered to create equitable environments (Casas, 2021). The chosen
solution of TAGs demonstrates a commitment to creating equity through togetherness and
cooperation. Inclusion is fostered as TAGs meet the individual needs of students (Anfara 2006).
TAGs also foster nurturing communities (Anfara, 2006; Shulkind & Foote, 2009) where
relationships and interpersonal skills develop (Anfara, 2006). TAGs help students understand
respectful social interactions and problem solving skills, which help maintain positive peer
relationships.
Inclusive leaders encourage whole school approaches in decision-making (J. Ryan, 2006;
Theoharis, 2007). Involving and including PJSHS staff will achieve the cooperation and
togetherness that are needed to achieve equity. Furthermore, an inclusive approach aligns with
the social-constructivist view of the PoP and empowering mission of PJSHS.
Throughout the entire change process, I will need to constantly reflect on my leadership.
Furman (2012) shares that critical self-reflection helps leaders become aware of their own
assumptions and biases, and they seek to learn and grow through this reflection. As a school
leader, I consistently strive to ensure my decisions, especially regarding the change plans
contained in this OIP, are based on research, ethical, and equitable practices.
Chapter Summary
This chapter explored transformational, instructional, and distributed methods of
leadership that will be used to implement change. The AI process was discussed as the method
that best suits the context of PJSHS for leading the change process. Analysis of the organization
was achieved through the SOAR method, and three different possible solutions were explored.
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The chosen solution of TAG implementation was identified through analysis of its propensity to
shift teacher practices and attitudes. Finally, the relationship between TAGs and ethics and
equity was discussed.
The next chapter explores the implementation of TAGs at PJSHS. It outlines the plans for
change implementation, monitoring and evaluation of change, and communication of the need
for change and the change process.
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Chapter 3: Implementation, Evaluation, and Communication
To address Grade 8 transition students’ needs for relationships and right-fit, I determined
that TAGs would be a feasible solution and shared my reasoning in the previous chapter. This
final chapter discusses the implementation, monitoring and evaluation, and communication of
TAGs at PJSHS. I begin by outlining the plan for change implementation based on Cooperrider
et al.’s (2008) AI model. Then, change process monitoring and evaluation are discussed and
aligned to the W. Edwards Deming Institute’s (n.d.) Plan-Do-Study-Act (PDSA) cycle. Next,
plans for communicating the need for and process of change are shared. Finally, the chapter ends
with a discussion regarding potential next steps in the change process, and considerations for
PJSHS that extend beyond the content of this OIP, into the future.
Change Implementation Plan
In Chapter 2, I discussed the AI process being well-suited to enact change at PJSHS. AI
takes into account the history of the organization (Cooperrider et al., 2008), which is critical to
implementing change at PJSHS because many of the school’s routines and processes stem from
the past and remain active throughout the school. Even as change is imminent, AI provides a
sense of continuity because the process takes into account the wisdom, pride, and identity that
exists within the organization (Cooperrider et al., 2008), which is important in consideration of
PJSHS’s long-standing culture. The PJSHS mission statement, “empowering all learners,”
directs staff to collaborate and construct changes that can address Grade 8 transition students’
needs for relationships and right-fit. AI is well-suited for implementing change because it is
rooted in social-constructivist foundations—a key theoretical driver for this OIP. Organizational
culture forms through the accumulated shared learning of a group of people (Schein, 2017), so to
shift or change the culture at PJSHS also requires social learning. AI is a socially constructed
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process where the interactions of people in an organization lead to a shared future (Cooperrider
et al., 2008). Through AI, implementing TAGs to address Grade 8 transition students’ needs for
relationships and right-fit can be realized.
Although staff may be excited to start something new, they are likely to have anxiety
about doing things differently (Abrams, 2019). Uhl-Bien and Arena (2017) suggest leaders
“capitalize on the collective intelligence of groups” (p. 10) and use an approach where people
work together to create something that did not previously exist. The AI cycle does just this.
Shifting Teacher Practice Through AI
TAGs are the mode for shifting teacher practice to better recognize and improve the EFS
of their early adolescent students—the right-fit—and to develop the relationships students need
to feel connected to the school, their peers, and their teachers. Implementing TAGs will directly
affect teachers who will act as TAG advisors and be accountable for the TAG program and
student-advisees. Each phase of AI will be conducted according to a timeline. Through each
phase, teachers as the stakeholders most affected by the change will work together to establish
the goals and outcomes during the allotted time as outlined in Table 4.
Discovery Phase (September to November 2024)
During the discovery phase, a core team will be established (Cooperrider et al., 2008) to
ensure the entire PJSHS teaching staff has a voice. The core team is selected by the change
leader, which Cooperrider et al. (2008) advises should be made up of a variety of voices to gain
better diversity. I anticipate the core team will be made up of 10 teachers, representing a third of
the PJSHS teaching complement.
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Table 4
AI Phases, Timelines, Goals, and Outcomes
Cycle phase
and timeline

Goals

Outcomes

Discovery:
September to
November
2024

Change leader establishes the core
team. Core team will
• create interview questions
• conduct interviews
• collect data
• collate data
• share data
• facilitate group sharing

Teachers become change facilitators
and leaders. Core team will
• develop an affirmative topic and
interview guide
• identify key stakeholders to
interview and conduct interviews
• collect and organize data
• share/report data to all teachers
• record ideas from group sharing

Dream:
December
2024 to
February
2025

Core team facilitates collective
conversation among teachers on
aspirations for the future and how to
implement TAGs for Grade 8.

Core team will
• record teacher’s ideas for
aspirations and implementation
• create a visual map or chart from
teachers’ ideas with connected
themes for all to see and reflect on
for next phase

Design:
March to
June 2025

Core team formulates the possibility Core team will
proposition. Teachers collaboratively • facilitate development of the
co-construct the plan for achieving
possibility proposition and design
the dream by establishing short,
elements of:
medium, and long-term goals.
• training
• communication plan
• people
• structure
Leader and core team will continue to
enhance teacher’s sense of efficacy.

Destiny:
June 2025 to
March 2026

Core team facilitates:
Core team and change leader will
• follow-through on
• ensure all communications are
communication plan
completed
• alignment of training and people • advisors are matched to advisees
for TAG start up
• ensure on-site coaching in place
• TAGs operating through 2025–
• study data to inform next steps
2026 school year
• data collection and display
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I will start by soliciting volunteers for the core team, serving three main purposes. First, it
allows me to distribute leadership while bringing forth teachers who already have an interest or
passion for leading. Second, teachers who volunteer act as models for their colleagues,
demonstrating leadership and willingness to readily engage in the change process. Finally, I can
gauge the skill sets of those who volunteer as I look for teachers who posess the ability to build
relationships with students, experience with or knowledge of TAGs, and a willingness to
embrace change. The teachers in the core team may also be able to articulate programs, PD, or
specific attempts from the past where success in building relationships and right-fit for students
was experienced. Should some teachers volunteer and not possess one or more of the skills I am
seeking, I can utilize instructional leadership to help them develop the knowledge and attitudes
that will benefit their work on the core team or pair them with other core team teachers who can
act as mentors.
Though it is my hope that enough teachers volunteer for the core team because their
enthusiasm and initiative could be motivating for their colleagues, it is possible I may not have
enough volunteers. If this occurs, I will need to use my transformational leadership skills to
motivate and influence individuals to be part of the core team. I will need to select core team
facilitators who can lead others in an instructional capacity and who also possess interpersonal
skills and strength in relationships with all staff (Cawsey et al., 2019).
Prior to their work facilitating each phase of the AI cycle, I will work with core team
members in an instructional leadership capacity to teach them about the AI process, review the
aspirations, and inspire them with the solution of TAGs. Once this is done, the PJSHS core team
will act as facilitators in the AI process for all members of the teaching staff. The core team will
be responsible for steering the AI process and organizing the initial interviews required to collect
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the positive stories of the past. The core team will lead the discovery activities of creating and
conducting interviews, collecting and collating the data, and sharing data with all members
(Cooperrider et al., 2008).
The core team will share what they learned during their interviews with small groups of
teachers and provide them with an opportunity to verbalize other positive stories that
demonstrate care and concern for Grade 8 transition students. Staff will be encouraged to
connect their stories to relationships with students and how they have attempted or ensured a
right-fit in expectations and pedagogy. Given that the history of the former school weighs
significantly in the current culture, it is important that staff have an opportunity to share
moments from the past as positive possibilities for the future. In this way, appreciation for what
was can transfer to what will be, and positivity can be maintained.
Dream Phase (December 2024 to February 2025)
The dream phase stimulates participants to wonder about the utmost potential of the
organization (Cooperrider et al., 2008). Images for the future, focused on possibilities, are shared
within the large teacher group during this phase. Themes that emerged from the interviews and
questionnaires led by the core team during the discovery phase are also shared with all teachers
in the large group. Questions are posed to the group that are persistent and pervasive (Lewis et
al., 2016). For example, staff may be asked, “Imagine our school won an award for best practices
in meeting students’ needs for right-fit and relationships. What did we do to achieve that?”
Shared commentary, grounded in the history of the organization, morphs into a re-creation of
history, giving way to positive aspirations for the future (Lewis et al., 2016; Watkins et al.,
2011). Staff will draw on the practices of the past that seemed to work best for transitioning
Grade 8 students. Many may draw on experiences in building relationships and right-fit for older
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students as well, which can open conversation about adapting practices for younger students.
Based on the responses, teachers can articulate what needs to happen in the future specifically for
Grade 8 transition students. Lewis et al. (2016) discussed this as projecting future practices of the
organization based on members’ knowledge about what is already positive and promising.
The core team and change leader will steer the conversation to advisory-type programs
with potential to address students’ needs for relationships and right-fit, though it is possible this
theme may have arisen naturally from the previous collaborative conversations. Some members
of the core team will be able to share school and staff efforts from the past that helped establish
relationships and right-fit with transition students, and encourage teachers to share the positive
aspects of staff working together within a common program.
Once large group sharing conversations are completed, core team facilitators will again
divide teachers into smaller groups that are reorganized to have different arrangements than the
small groups that were interviewed in the discovery phase. The new groups will work together
with their core team facilitators to create a visual map to illustrate the possibilities they have cocreated. Each group’s visual map will be brought back to the large group, where similarities and
differences are noted. The similarities will be mapped onto a final commitment visual, and the
differences can be discussed and considered by the group. This is important because each
difference may represent something not thought of by other groups or may elaborate on an
existing idea. Each teacher is given the opportunity to contribute to the final committed dream
visual in this way. As ideas are discussed and transferred on to the final visual, core team
facilitators will elaborate on how each relates to a TAG program in the school. With members
able to connect the positive aspects of the past to the future of TAGs, they can move to the
design phase.
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Design Phase (March to June 2025)
Cooperrider et al. (2008) defined the design stage as crucial to responding to the positive
elements of the past and sustaining positive change for the future. This phase asks members to
collaboratively determine what the organization needs in order to deliver the dream (Cooperrider
et al., 2008; Lewis et al., 2016). Determining what the organization’s potential could look like
requires formulating “possibility propositions” (Cooperrider et al., 2008, p. 162), which can be
coordinated by the core team. Possibility propositions identify how the organization will function
when the aspiration from the dream phase is achieved (Cooperrider et al., 2008; Lewis et al.,
2016). An example of a possibility proposition that could be co-created in this phase may be,
“TAGs ensure PJSHS teachers meet Grade 8 students’ needs for relationships and right-fit.” The
possibility proposition becomes the specific aspirations that PJSHS teachers work to achieve.
Next, desired behaviours and qualities required to move the organization to align with the
vision are explicitly noted (Watkins et al., 2011) and made actionable (Cooperrider et al., 2008;
Stratton-Berkessel, 2010). Together teachers will identify short-, medium-, and long-term goals
and what Cooperrider et al. (2008) refer to as the design elements required to bring the dream
(aspirations) to fruition. The overarching timeline of this AI phase is March through May 2025.
Table 5 outlines the short-, medium-, and long-term goals to be addressed in the design phase as
well as the required design elements.
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Table 5
Short-, Medium-, and Long-Term Goals and Elements
Design element

Details
Short-term: March 2025

Strategy

•
•
•

Possibility proposition formulated
Determine overarching medium- and long-term goals
Record tasks to achieve goals

People

•

Teachers select group tasks they will accomplish

Medium-term: April–June 2025
Training

•

PD and TAG training

Structure

•
•

Timetable adjusted to facilitate TAG time
TAG rooms determined

Shared values

•

TAG norms and curriculum determined

People

•
•
•

Advisors determined
Advisors matched to advisees in feeder schools
Feeder school visits begin

Communication

•

TAGs advertised to feeder schools, SAT, and parents

Long-term: June 2025–June 2026
Training

TAGs start at PJSHS
• Ongoing PD
• On-site advisor coaching

Culture

•
•
•
•

More connections between staff and students
Staff understand and implement right-fit for students
Students developing better EFS
TAGs at PJSHS well-known in wider community

Future: June 2026 and beyond
People

•

Internal trainers/coaches established

Culture

•
•
•

Extension of TAGs into other grades
Increased connection between staff and students
Increased student development of EFS
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By June 2025, it is anticipated the first TAG program is ready to start and all on-site
coaching is in place for the newest Grade 8 students entering PJSHS in fall 2025. The long-term
goals represent the potential for TAG growth and development in its first year. Beyond the first
year of the program and into the future, TAGs should become more stable, the practices
embedded, all staff and students will have TAG experience, and there will be program
consistency—the culture shift Schein (2017) speaks of.
Destiny Phase (June 2025 to April 2026)
The destiny phase ensures the aspiration is realized and can be sustained (Cooperrider et
al., 2008). Also known as the delivery phase (Watkins et al., 2011), the destiny phase can be
ongoing, accommodating further conversations, revisiting discussions, and providing learning
opportunities for members (Stratton-Berkessel, 2010; Watkins et al., 2011). It is the phase in
which the organization’s culture has shifted to one that has sustained energy for continuous
renewal because members are always learning, willing to adapt, and see the difference their
efforts make (Stratton-Berkessel, 2010). AI is an iterative approach to change (Cooperrider et al.,
2008; Stratton-Berkessel, 2010; Watkins et al., 2011), and reaching the destiny phase means
PJSHS staff are prepared to continuously renew and improve the TAG program through enacting
subsequent AI cycles (see Figure 4). Each discovery phase builds on the positive elements of the
previous cycle, leading to development of new themes, possibility propositions, and action.
There is potential for challenges and limitations to manifest along the way, which would be
considered in subsequent iterations of the AI cycle.
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Figure 4
The AI Cycle

Note. Adapted from Appreciative Inquiry Handbook for Leaders of Change (2nd ed.), by D. L.
Cooperrider, D. K., Whitney, and J. M. Stavros, 2008, p. 101. Copyright 2008 by Crown Custom
Publishing.
Limitations and Challenges
The anticipated end date of April 2026 highlighted in the previous section is the point at
which an evaluation of the AI cycle will be conducted. This will be discussed further in the
monitoring and evaluation section of this chapter. It is important, however, to note here because
if objectives for this timeline are not met, this indicates the presence of a challenge or limitation
that, when identified, should be addressed in the next iteration of AI.
Advisor confidence is a significant factor in running successful advisory programs
(Niska, 2014). Given that TAGs would be an entirely new program at PJSHS, staff will need
many professional training opportunities to competently get the TAG program underway. In fact,
Niska (2014) recommends having an on-site coach work with advisors and advisees in the first
year of the TAG program. Even after the initial year of TAG implementation, leading successful
advisory groups requires ongoing training and development (Anfara, 2006; Niska, 2014). The
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need for additional or alternative advisor training and coaching may surface as a limitation or
challenge to be addressed in a new AI cycle.
TAGs were conceived as means to address Grade 8 transition students’ needs for
relationships and right-fit. In Chapter 1, I shared research by Polk et al. (2018) to explain the
marginalization occurring for Grade 8 students transitioning into PJSHS due to a lack of
connections and inherent biases woven into the culture of the school. The predominating senior
high model does not take into account the specific needs of PJSHS’s youngest adolescent
students. A challenge that may arise in providing TAGs for Grade 8 transition students is
individuals associated with other grade levels in the school feeling left out because they do not
have TAGs. Should this occur, further AI cycles will need to formulate possibility propositions
that consider how to include all students and staff.
Supports and Resources
GFSD has funds in reserve for a variety of uses, including programming. Implementation
of a TAG program is likely to be supported through the school division’s surplus funds. The
SAT is also well-connected to external specialists in a variety of fields. Likely, the SAT will be
able to find trainers or training resources for TAG implementation as well as secure contractual
agreements that will be more budget-friendly. The SAT may be aware of other schools or
teachers in the district that have experience leading or implementing TAGs. Referral of an indistrict teacher who could coach or mentor could also be a way to save on training costs.
The feeder elementary schools, having had many of their students since kindergarten,
worry about their transition to PJSHS. TAGs as means to support relationships and right-fit for
the Grade 8 transition students is likely to garner support and excitement from feeder school
teachers and administrators. I know they will be only too happy to collaborate with PJSHS
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advisors to provide opportunities for frequent advisor–advisee visits so connections can be made
and deepened prior to school transition. I anticipate the feeder schools will also help advertise the
program to their Grade 7 students’ parents, which will assist PJSHS in gaining support and
excitement for transition year TAGs.
In sum, implementing TAGs at PJSHS will be facilitated through use of the AI cycle. The
iterative and social-constructivist nature of AI cycles will allow PJSHS teachers to consistently
renew the TAG program in response to any variable. Determination of when a new iteration of
an AI cycle should occur will be made based on monitoring and evaluation processes.
Change Process Monitoring and Evaluation
Markiewicz and Patrick (2016) explain how a guiding framework for monitoring and
evaluation is required to determine the effectiveness and performance of a program. The
framework is determined prior to the implementation of an initiative or program, so change
leaders can gain valuable information to ensure programs are operating effectively, and value is
gained for the organization. This section discusses monitoring and evaluation purposes,
differences, and value as participatory and empowering tools for change. Then, the PDSA model
(W. Edwards Deming Institute, n.d.) for monitoring and evaluating TAG effectiveness for
students, and for teacher efficacy, is outlined. Finally, I summarize the connections between
monitoring and evaluation processes and my leadership approaches.
Monitoring and Evaluation: Purpose
Markiewicz and Patrick (2016) discuss monitoring and evaluation as a means to assess
program performance, delivery, and design appropriateness. Factors such as decision-making,
accountability, learning, program improvement, management, and results are all areas of inquiry
addressed through monitoring and evaluation. Zall Kusek and Rist (2004) offer a simple way of
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defining the purpose of monitoring and evaluation by using the question, “So what?” This
question not only provides focus for outcomes, but it also allows for generativity of the next step
in change implementation. Monitoring and evaluation also serve the purpose of defining the
goals of the organization, how the goals are achieved, and how achievement can be improved
(Zall Kusek & Rist, 2004).
Monitoring and Evaluation: Differences
The terms monitoring and evaluation are often used interchangeably (Markiewicz &
Patrick, 2016), when they are in fact, distinct and complementary (Zall Kusek & Rist, 2004).
Monitoring refers to gathering information systematically and continuously (Markiewicz &
Patrick, 2016; Newton & Tarrant, 1992) to determine how far a program has progressed in
relation to set goals (Markiewicz & Patrick, 2016; Zall Kusek & Rist, 2004). With regard to
change implementation, monitoring informs what is being done and how it is being done to
assess whether intervention or corrective action is necessary (Markiewicz & Patrick, 2016). In
this way, monitoring allows for continuous improvement and development (Jacobs et al., 2010)
in relation to indicators or targets (Markiewicz & Patrick, 2016). Zall Kusek and Rist (2004)
indicated that monitoring provides information on where a change initiative is at any point in
time.
Evidence about why an initiative is or is not meeting objectives or resulting in desired
outcomes is evaluation (Zall Kusek & Rist, 2004). Evaluation is focused on making judgements
about the performance of a change program based on analysis and synthesis of formative or
summative data (Markiewicz & Patrick, 2016). The overall process of change implementation,
analysis of the effectiveness or success of the change, and learning gained regarding areas for
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improvement and what worked well, are all part of the evaluation process (Markiewicz &
Patrick, 2016; Zall Kusek & Rist, 2004).
In sum, monitoring takes place routinely, and is useful in determining progress and
performance issues, whereas evaluation summarizes what worked, what did not, and what was
learned to recommend improvements (Markiewicz & Patrick, 2016). Employing both monitoring
and evaluation processes allows for data to be collected and analyzed at any time, providing
useful information for stakeholders involved in change implementation (Zall Kusek & Rist,
2004). Participation allows stakeholders to learn at every step of change implementation, which
drives progress (Jacobs et al., 2010). Estrella et al. (2000) advocate for stakeholders who will be
directly impacted by change to participate in monitoring change and determining evaluative
indicators of success. At PJSHS, where empowerment and social-constructivist practices are
foundational, teachers will be critical in the monitoring and evaluation processes.
Monitoring and Evaluation: Participatory and Empowering
In organizations viewed through a social-constructivist lens, leaders facilitate
opportunities for members to be actively engaged in learning through interactions with others
(Chuang, 2021). As such, staff at PJSHS will be involved in monitoring and evaluation of TAG
implementation. Participatory monitoring and evaluation involves primary stakeholders directly
affected by implemented changes, “taking the lead in tracking and analyzing progress towards
jointly agreed results and deciding on corrective action” (Hilhorst & Guijt, 2006, p. 1). Those
whose work is most affected are integral to monitoring and evaluation because they are the ones
who must adapt and respond to changes (Hilhorst & Guijt, 2006). As teaching staff will be the
stakeholders most affected by TAG implementation and have the most interaction with the Grade
8 transition students, they will have the most insight as to specific indicators of the program’s
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successes and challenges. Not only do members of an organization obtain knowledge through
their involvement in monitoring and evaluation processes that drive change, but they also
perceive empowerment as they influence and initiate action (Jacobs et al., 2010).
Empowerment, as I mentioned in previous sections, is the mission of PJSHS. The mission
is lived as staff are engaged in processes that develop their knowledge and understanding, create
change, and build confidence. As change leader, I anticipate taking a facilitative role in the
monitoring and evaluation process. In participatory monitoring and evaluation, staff work
together to determine indicators and targets, collect and analyze data, and determine next steps
(Hilhorst & Guijt, 2006). The result of staff working together in a cycle of analysis and action,
Hilhorst and Guijt (2006) declare, is collaborative learning and empowerment.
Once again, applying the elements of transformational leadership in my interactions with
teachers at PJSHS will allow me to influence, motivate, and stimulate the intellect of teachers as
I invite volunteers to form the PDSA (W. Edwards Deming Institute, n.d.) facilitating team
allowing me to once again distribute leadership. Teachers who did not take a facilitation role in
the AI process will be encouraged through individual consideration. These are teachers who I
will engage in one-to-one conversations with to try to motivate them to take a role, so they may
sense empowerment. With the PDSA facilitating team established, I will need to provide
instructional leadership for them on the function of PDSA cycles. In turn, the team can act in
instructional leadership capacities as they lead their colleagues in monitoring and evaluation
processes through iterative cycles of PDSA, to ensure continuous improvement in TAG
implementation.
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Plan-Do-Study-Act Cycles
The PDSA cycle (W. Edwards Deming Institute, n.d.), shown in Figure 5, is a useful tool
in determining whether organizational improvement occurs due to implemented change (Institute
for Healthcare Improvement, 2020). The PDSA cycle provides a framework where various
measures can be used to achieve change through an iterative process of learning and informed
action (Reed & Card, 2015).
Figure 5
PDSA Cycle

Note. Adapted from PDSA Cycle, by Associates in Process Improvement (n.d.), para. 2
(https://www.apiweb.org/). Copyright 2022 by Associates in Process Improvement.
Associates in Process Improvement (n.d.) identify three fundamental guiding questions to
ask at the beginning of each PDSA cycle:
1. What are we trying to accomplish?
2. How will we know that a change is an improvement?
3. What change can we make that will result in improvement? (para. 2)
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These fundamental guiding questions are answered during each PDSA cycle. They
function to ground change agents and stakeholders, helping them remain focused on critical
improvement pieces in the organization (Institute for Healthcare Improvement, 2020). For
PJSHS staff, answers will focus on implementation of TAGs as means to address Grade 8
transition students’ relationships and right-fit needs as well as teacher efficacy in leading TAGs.
The change implementation plan connects with the monitoring and evaluation plan. To
assess whether the work done through AI yields the desired results, PDSA cycles must act in
concert as a method to measure and evaluate the implementation process. Further, the change
implementation plan and timelines align with specific phases of the PDSA cycle (see Appendix
C). With the focus established, the first PDSA phase can begin.
Plan Phase
The plan phase links to the AI cycle, where the plan for implementation will be
developed through the discovery, dream, and design phases from September 2024 through June
2025. Specific to PDSA, though, this phase is when baseline measurements are established,
objectives are set, and a plan for data collection is made (Donnelly & Kirk, 2015; Murray, 2018).
Baseline Measures. Five sources will provide the baseline measures. Three relate
specifically to Grade 8 transition students and the other two relate to teachers. The baseline
measures for students are Grade 8 student surveys, the executive skills questionnaire (Dawson &
Guare, 2016), and administration and counselor electronic log entries for Grade 8 transition
students. The final two measures are the teacher efficacy and affective response survey and AI
core team interviews. The Grade 8 student survey (see Appendix D) gathers qualitative feedback
from students regarding their perceptions of relationships and right-fit. Dawson and Guare’s
(2016) executive skills questionnaire (see Appendix E) provides information related to right-fit
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as students’ capacities to meet the various organizational demands of school are assessed.
Electronic log entries provide qualitative and quantitative data. Each identifies students
experiencing academic or behavioural challenges, as well as the nature and frequency of the
challenges. Finally, data gathered from the teacher efficacy and affective response survey (see
Appendix F) and the AI core team interviews will assess perceptions of ability to implement
TAGs and feelings about the change. Each of these measures will be administered at the start of
the change implementation process, when the first AI cycle begins, and then three more times
during the first year that students and teachers are participating in TAGs at the school.
Setting Objectives. The PDSA facilitating team will lead teachers in collaborative
discussion to determine objectives, which Markiewicz and Patrick (2016) discuss as performance
indicators. In determining objectives, the question being asked is, “What do [we] expect to see
and why?” (Donnelly & Kirk, 2015, p. 280). Directly related to the five baseline measures
mentioned in the previous section, objectives and a respective timeline will be set by teachers as
a commitment of what they will aim to meet (see Appendix G). The PDSA facilitating team will
record the objectives obtained from the whole group of teachers, facilitating discussion and
voting on any that are not readily determined. Objectives will be set such that data demonstrate
improvements in meeting students’ needs for relationships and right-fit and teachers’ perceptions
around their success in leading TAGs and feelings about TAG implementation. Once objectives
are set, they will be displayed on a large chart in the teacher workroom.
Data Collection. The PDSA facilitating team will assist the change leader in the
collection and sharing of data. The data, once collated, will be added to the chart posted in the
teacher workroom so teachers can see how well they are meeting agreed-upon objectives.
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Do Phase
Planned changes are implemented and data are collected during this phase (Brau et al.,
2019; Donnelly & Kirk, 2015), which will occur from June 2025 through March 2026, as PJSHS
operates the first year of the TAG program. Data will be collected over time, recorded, and
displayed graphically (Donnelly & Kirk, 2015). Every 2 months, the PDSA facilitating team will
collect and collate the data from the four measurement tools. The data will be displayed in the
teacher workroom, where staff can gain formative feedback on the implementation of TAGs and
the correlation to addressing Grade 8 transition students’ needs for relationships and right-fit.
Staff will also be privy to the perceptions of efficacy in leading TAGs and the feelings
experienced throughout TAG implementation.
This phase is important for monitoring the progress of change. The PDSA facilitating
team and change leader will closely monitor trends in the data. If objectives determined during
the plan phase are not being met by a large degree, the team will record this and ensure it is a
focus in the study phase of the cycle. For example, if teacher survey or interview data are not
demonstrating a trend of increasing efficacy in leading TAGs, the change leader and core team
will need to prioritize this concern and regroup with teachers in the next phase to thoroughly
evaluate the data.
Study Phase
Data are analyzed during the study phase, which informs the change leader as to whether
change implementation has resulted in predicted outcomes (Brau et al., 2019; Institute for
Healthcare Improvement, 2020). For the change leader and PDSA facilitating team, this
overarching evaluation process will allow conclusions to be drawn regarding how successful
TAG implementation was, what areas require improvement, and what lessons were learned.
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Regarding Grade 8 transition students specifically, the leader and PDSA facilitating team
will evaluate whether students perceived gains in connections and relationships over the course
of the year, if students perceived increased EFS, and if increases in relationship and right-fit
domains correlate with fewer log entries (office or counseling referrals). With regard to the
measures for teachers, evaluation will relate to whether teachers developed a higher sense of
efficacy to lead TAGs over the year and if their affective responses to TAG implementation
improved. If evaluation of the data indicates any objectives were not met, these are addressed in
the next phase. Regarding the example discussed in the previous phase, if teacher efficacy did
not result in expected outcomes, this is an area to “act” upon in the next phase.
Act Phase
If desired results are not achieved, modifications are made during the act phase (Brau et
al., 2019; Institute for Healthcare Improvement, 2020). However, if desired objectives are met,
considerations are made to ensure implemented changes remain effective and continued
improvement occurs. This may result in slight modifications or incremental changes (Donnelly
& Kirk, 2015). The act phase leads back to the three fundamental guiding questions before
beginning a new PDSA cycle (Associates in Process Improvement, n.d.).
As TAGs are an entirely new program for PJSHS, I anticipate evaluation of the data
during the study phase may reveal areas for improvement. PJSHS teachers will collaborate to
determine why desired outcomes were not achieved and what can be implemented or modified so
success is achieved. Staff return to the plan phase and the three fundamental guiding questions to
begin a new PDSA cycle. PDSA cycles can play a significant role in ensuring the benefit and
maintenance of the desired changes over time (Brau et al., 2019). Subsequent cycles implement
action based on what was learned in the study phase of each previous cycle.
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Overall, monitoring and evaluation is necessary to track and guide program
improvement, guide decision-making, and facilitate learning (Markiewicz & Patrick, 2016). The
PDSA model, with integration of qualitative and quantitative measurement tools, provides a
guide for data monitoring and evaluation that can be implemented in iterative cycles. PDSA
cycles are well-suited to organizations with social-constructivist underpinnings, because
stakeholders—those most affected by the changes—can have participatory roles in each cycle.
Through participation, members are empowered, and change leaders, like myself, can integrate
transformational, distributed, and instructional approaches to the monitoring and evaluation
process.
With a plan for change implementation established, and a plan for monitoring and
evaluating the change, the final element to ensure successful change is a plan for communication.
Plan to Communicate the Need for Change and the Change Process
There is a high correlation between communication efforts and the success of change in
organizations (Beatty, 2016). Change leaders need to have good communication programs
throughout the change process (Burke, 2018) to mobilize change support and maintain the
commitment and motivation needed for change in the organization (Cawsey et al., 2019). Poor
communication during organizational change can foster resistance (Cawsey et al., 2019; Ford et
al., 2008) making change efforts difficult. Kotter and Cohen (2012) advise that change leaders
communicate effectively to increase organizational members’ understanding of the change vision
and strategies, which will also increase buy-in. Further, communication efforts must clearly
demonstrate the why, what, and how of change before stakeholders will accept the vision of the
future (Beatty, 2016). As a change leader, it is important that I am able to articulate the answers
to these questions prior to communicating them with stakeholders.
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Why Change?
Beatty (2016) discussed the why of change is to persuade members to consider a new
view of the future. In Chapter 1, I shared the vision for change at PJSHS: to meet Grade 8
transition students’ needs for relationships and right-fit. I also discussed the importance of
gauging preparing staff for change through readiness messaging as a first step to preparing
PJSHS staff for change, followed by the use of readiness assessment tools. Clear communication
of the need for change is crucial (Armenakis et al., 1993; Fullan & Quinn, 2015) and can be
fostered through creating a sense of urgency aided with data (Cawsey et al., 2019; Kotter &
Cohen, 2012) and empirical research (Beatty, 2016). Credible and strong communication about
the need for change can increase the likelihood of change recipients accepting and adopting
change (Armenakis et al., 1993; Ford et al., 2008). With the why established, communication
focus turns to the what (Beatty, 2016).
What to Change?
It is important that change leaders know exactly what they are aiming for (Beatty, 2016).
In Chapter 2, I illustrated what needs to change at PJSHS through identification of gaps. By
juxtaposing the weaknesses from the SWOT model (Chapter 1) with the aspirations from the
SOAR model (Chapter 2), gaps revealed three change priorities that led to Solution 3—
implementing TAGs at PJSHS.
Future visions must be clearly articulated and motivating in establishing what the
organization’s future could look like (Beatty, 2016; Kotter & Cohen, 2012). To ensure
implementation of TAGs would be motivating and clearly articulated for all staff, I determined
use of an AI process would be suitable. Not only does AI suit the social-constructivist lens
through which I see PJSHS, but it also fits the school’s mission of empowerment. Through AI,
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staff are empowered to co-construct the vision, and as Kotter and Cohen (2012) posit that a
widely understood vision gains commitment from the organization’s members. With the what—
TAGs—established, the final question I must be able to answer as the change leader is, “How?”
How to Change?
The how of change addresses the activities or plan needed to realize the vision (Beatty,
2016). Having a clear plan provides the guidance and sequence organizational members require.
The vision of TAG implementation at PJSHS can become a reality through AI cycles. The AI
process is clear and involves the change recipients as active contributors to the entire process,
fostering a deeper commitment to seeing the vision come to fruition.
As the change leader at PJSHS, I truly understand the what, why, and how of change for
this OIP. The next step is to ensure I have a plan that articulates the change for stakeholders.
Beatty (2016) cautions that without a plan to communicate right to the end of a change initiative,
people may start filling communication gaps with misinformation or rumours, and become
distrusting of change leaders. For this reason, change leaders are well advised to use a
communication strategy or plan (Beatty, 2016; Cawsey et al., 2019).
Plan for Communication
A communication plan is the best way to ensure that the leader’s knowledge of the what,
why, and how of change is communicated to others (Beatty, 2016). Also called knowledgetransfer strategies (Lavis et al., 2003) or knowledge mobilization (Malik, 2020), such plans
ensure members understand the impact of change, what organizational or job changes may occur,
and the progress made throughout the change (Cawsey et al., 2019).
Change leaders might consider various models and ideas for communicating change
plans. Some models provide guidance or suggestions, whereas others are more prescriptive. In
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my research, I discovered one of each type that appealed to me. Both offer something different
but helpful for leaders like myself, who will be developing a communication plan for the first
time. The first is the organizing framework of Lavis et al. (2003), which assists change leaders to
focus on five areas for development of a communication plan. The second is the four-stage plan
offered by Cawsey et al. (2019), which is useful in laying a step-by-step path for communication.
An Organizing Framework for Communication
Lavis et al. (2003) suggest that change leaders implement a knowledge-transfer strategy
to communicate change in their organizations. Their framework is research-oriented and
grounded in communicating external and internal research throughout an organization. They
offered five questions to guide leaders in developing a communication plan:
1. What should be transferred to decision makers (the message)?
2. To whom should research knowledge be transferred (the target audience)?
3. By whom should research knowledge be transferred (the messenger)?
4. How should research knowledge be transferred (the knowledge-transfer process)?
5. With what effect should research knowledge be transferred (evaluation)? (p. 222)
In brackets, after each question, are the focus areas each question addresses. Focusing on
the words in brackets can assist change leaders in simplifying what it is they require for a
communication plan. Change leaders can then capitalize on research conducted within and
outside of their organization to address each question and create a more thorough communication
plan (Lavis et al., 2003).
School-based data gathered before and during the change process, as well as the research
that frames my theoretical construct, are considered in answering each question. Further, these
five questions can be used at any phase of the change process to ensure that communication is
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thorough. Lavis et al.’s (2003) questions will assist me in defining the focus areas to include in a
communication plan. Then, Cawsey et al.’s (2019) four stages will lay the path for the
communication plan.
Four-Stage Communication Plan
The four-stage communication plan Cawsey et al. (2019) share is centered on four main
goals: (a) to infuse the need for change in all facets of the organization, (b) to enable members to
gain understanding of how the change will impact them, (c) to communicate changes around jobs
or structures, and (d) to ensure members are informed about the progress made throughout the
change. The goals are reached through four stages. The first stage is pre change approval, where
leaders obtain approval from higher authority to move forward with change. In the second stage,
leaders create a clear and compelling rationale for change. The third stage focuses on feedback
and progress messaging as the change is underway. Finally, the fourth stage celebrates the
success of changes accomplished, identified tasks yet to be completed, and new tasks to be
addressed in future change implementation. In this way, the fourth stage symbolizes the end of
one cycle of communication, not the end of communication altogether (Cawsey et al., 2019). The
four-stage communication plan is particularly appealing as both my implementation and
monitoring and evaluation plans are iterative cycles open to unlimited opportunities for
improvement and change. Cawsey et al.’s (2019) four-stage plan is also iterative and aligns well
with the other processes I will leverage to enact change.
Creating the Communication Plan
Both Lavis et al. (2003) and Cawsey et al. (2019) discuss the variety of methods change
leaders can employ for moving messages. From face-to-face meetings, written communication,
and use of social media, there are a number of ways to communicate with stakeholders.
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However, neither Lavis et al. nor Cawsey et al. prescribed what communication method to use or
when. This lack of direction is not worrisome for me as change leader, because I intend to
involve staff members fully in TAG implementation and monitoring and evaluation, so they will
co-determine best methods to get information to other stakeholders such as parents, feeder school
staff, and students.
Lavis et al. (2003) offers great questions for consideration in creating a communication
plan, and Cawsey et al. (2019) proposes a generally outlined plan for leaders to follow. As a
leader who is planning to embark on a significant change process with staff members, something
that has not previously been attempted in such a fashion, I feel a sense of safety in having the set
plan of stages Cawsey et al. (2019) provides, while adhering to the focus areas Lavis et al. (2003)
offers. Merging both should ensure a fulsome communication approach.
The plan I intend to use for communicating through all phases of change at PJSHS is a
merging of the four-stage plan developed by Cawsey et al. (2019) and the five-question
framework from Lavis et al. (2003). The four-stage plan will outline the sequence to be followed.
The organizing framework questions—specifically the key bracketed focus of each question—
will target the message, messenger, knowledge-transfer process, target audience, and evaluation
of the communication.
Message
Lavis et al. (2003) note that the message enhances the validity of the change being made.
Regardless of the stage of change, when research and data related to PJSHS are shared, the
messages transferred to stakeholders gain reliability and validity.
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Messenger
For a message to be considered credible, the messenger must also be considered credible
(Lavis et al., 2003). Credibility relates to one’s knowledge and skills, and it is built over time
with various stakeholders. As a transformational leader who has led in the PJSHS community for
several years, my credibility among stakeholders has been built. As an instructional and
distributive leader, I also intend to have other staff members deliver messages. I will, however,
consider message-recipient stakeholder groups in my communication plan. I will align the
messengers each group is likely to perceive as credible with the messages being delivered.
Knowledge-Transfer Process
Interactive means of engaging message-recipients may be the most effective (Lavis et al.,
2003). In building my communication plan, I have considered a variety of ways in which
stakeholders can engage with the messages they receive. Social media and newsletters will be
included, but more interactive measures such as face-to-face meetings, workshops, and phone
conversations will supplement less active measures. Ensuring there is interactivity will also be
enhanced through the evaluation section of the communication plan.
Target Audience
All audiences connected to the change plan are considered in the communication plan.
Audiences, or stakeholders, must be given messages that are directly linked to the work they do
or the impact change will have on them (Lavis et al., 2003). In my TAG implementation plan,
teachers at PJSHS are primarily affected by the change, followed by incoming Grade 8 transition
students, feeder school Grade 7 teachers, and students’ parents. All will be receiving messages
which will also be evidenced in the communication plan.
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Evaluation
In the communication plan, evaluation refers to the outcome or result of a message (Lavis
et al., 2003). Evaluation represents a way of knowing that the message was received by the
intended audience. In my communication plan, each evaluative piece results in a completed task
or feedback for further consideration, ensuring communication is progressing so next steps in the
plan can then be enacted.
Overall, a path for communication is created that ensures the change leader knows what
messages need to move along the path, who the message senders and recipients are, how the
message is transferred between them, and how the change leader knows the message made it to
its destination and was acted upon. Table 6 illustrates the communication plan that merges the
four stages as defined by Cawsey et al. (2019), with the five significant focus areas of the
framework by Lavis et al. (2003).
The four-stage, five-focus area communication plan can be enacted in concert with the AI
cycle for change implementation and the PDSA cycle for monitoring and evaluation (see
Appendix H). With a plan for communication established, the next consideration is the way in
which messages are delivered and what happens when the anticipated response is not garnered.
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Table 6
Four-Stage, Five-Focus Area Communication Plan

Stage and message

Messenger

Knowledgetransfer process

Audience

Evaluation

Prechange approval: June 2024
(before AI cycle begins)
Permission from SAT is not
needed; however, TAGs will
be included in yearly SAP
and will require definition

Change leader

SAP (writing)
and face-to-face

SAT

SAT provides
feedback, SAP reflects
the change to come

Provide rationale for needed
change using data

AI core team

Face-to-face
staff meeting

PJSHS
teachers

Exit slip

Collaboratively articulate the
vision of TAGs

Completed
among staff

Face-to-face
meetings and
workshops

N/A

Articulated vision is
crafted

Plan for TAG
implementation is coconstructed by staff

Completed
among staff

Face-to-face
meetings and
workshops

N/A

Step-by-step plan has
been drafted

Core team

Email and
phone

Feeder school
admin and
Grade 7
teachers

Email and phone
communications are
completed

Advisors

Email and faceto-face visits to
feeder schools

Feeder school
Grade 7
students

“All about me” forms
returned from Grade 7
students

Advisors

Email intro
video, followup exit slip

Grade 7
students’
parents

Exit slips received;
advisors answer and
email back to parents

Completed
among staff

Face-to-face
meetings,
analysis
workshops,
display in staff
room

N/A

Data are displayed in
staff room and
discussed by staff;
staff complete efficacy
and perception of
change survey

Developing need for change:
September–June 2025

Mid-stream change and
milestone communication: June
2025–March 2026
TAGs are implemented and
data are collected, sorted,
and displayed
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Stage and message

Messenger

Knowledgetransfer process

Audience

Evaluation

Confirming and celebrating
change success: April–June
2026 (before a new cycle
begins)
Data analyzed and areas of
improvement noted

Completed
among staff

Face-to-face
meetings and
workshops

N/A

Improvement areas
identified

Celebrate the success of the
change

Core team and
Grade 8 TAG
students

TAG advisees
to future
advisees video

Feeder school
Grade 7
students and
parents

Exit slip received,
questions answered
and emailed back to
students and parents

Grade 8 advisors
and available/
willing advisees

Open house
nights

Future Grade
8 students
and parents

Parents in attendance
and questions asked

Change leader

TAG video and
face-to-face
meetings

SAT, school
council

Feedback from SAT
and school council

Core team and
Grade 8 TAG
students

Social media
and newsletter

PJSHS
community
and feeder
communities

Engagement on social
media platforms from
community members

Message Delivery and Responses
The communication plan I have shared outlines a variety of ways messages will be
delivered. Regardless of the way in which messages are delivered, the overall purpose of my
communication plan is to help PJSHS teachers, the primary stakeholders of change, to
understand and participate in the change. There may be staff members who are more anxious or
unsure. This is when my role as a transformational leader will once again prove useful.
Transformational Leadership and Communication
In situations where there are reticent followers, transformational leaders identify and
support followers’ needs (Diebig et al., 2017), enacting individual consideration to address
challenging situations and reduce followers’ stress (Bass & Riggio, 2006). Communication is a

104
valuable tool for reframing stressful situations for followers (Rowold & Schlotz, 2009) and tends
to be more effective if the leader is transformational (Chaudhry & Joshi, 2018). The emotions
and thinking of individuals, Chaudhry and Joshi (2018) share, are influenced by transformational
leaders who guide followers to align with the vision of the group. A particularly helpful tool to
address staff members experiencing anxiousness or uncertainty lies in Armenakis and Harris’s
(2009) five key beliefs about change.
Armenakis and Harris (2009) developed five key beliefs they found connected to
recipients’ motivation to support change: (a) discrepancy, (b) appropriateness, (c) efficacy, (d)
principal support, and (e) valence. Discrepancy refers to recipients’ belief that change is needed
in the organization, where appropriateness is their belief that proposed changes will address the
discrepancy. Efficacy relates to recipients’ notions that they can implement change successfully.
Principal support is a sense that the change leader is committed to long-term change. Finally,
valence refers to the recipients’ sense of personal benefit from the change. Each of these beliefs
has been considered in the teacher efficacy and affective response survey discussed in the
previous section (see Appendix F). The survey not only informs monitoring and evaluation of the
change process, but also will allow me to determine the extent to which communication efforts
are contributing positively to these five beliefs being held by teachers. For any teachers who are
still not responding positively, I will need to address each individually. Transformational leaders
are able to motivate followers because they respect each individuals’ needs (Diebig et al., 2017).
I anticipate there will not be many staff members who require more individualized
communication but am prepared to provide it for those who do.
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Next Steps and Future Considerations
One of the greatest benefits of the plans for change implementation, monitoring and
evaluation, and communication, is that each process can be iterative. Once TAGs are
implemented using the AI cycle, the PDSA cycles will assist in the monitoring and evaluation,
and the communication plan will keep stakeholders informed. Each time a small change is made,
each process can be put to use again. Iterative processes provide learning through opportunities
for improvement while providing a sense of safety for participants (Kang et al., 2022). There
need not be a sense of failure, because small adaptations can be made, and the processes can be
started again.
The sense of safety and opportunity to try again is essential in an organization like
PJSHS. Members have held to traditions stemming from the past, including values and
assumptions that have never been extensively challenged. This is not an unusual observation
when an organization is viewed through a social-constructivist lens, where interactions among
stakeholders foster the co-construction of social processes, social norms, and culture
(Grundmann, 2019; Onuf, 2013). As change leader, I respect that introducing a significant
change may challenge the perspectives and emotions of change recipients. This is why using
processes that allow for the affected stakeholders to have input each step of the way is so
important. Together, PJSHS teachers can co-create the TAG program through an iterative
process until, as a group, a determination is made that the needs for relationships and right-fit are
being met for Grade 8 transition students. When PJSHS has a well-established Grade 8 TAG
program, I anticipate this will mean teachers are well versed in TAG processes, have developed a
solid program curriculum, and school-based data will demonstrate Grade 8 transition students
consistently have their needs for right-fit and relationships met. TAGs will develop into one of
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the cultural artifacts of the Grade 8 year at PJSHS, and will be known by feeder schools,
students, and parents. For this to occur will take much time and will likely not be the end of
change. As Elving (2005) states, “The only thing constant within organizations is the continual
change” (p. 129).
Change can be spurred within PJSHS. Students benefit from relationships with teachers
academically and socially (Rimm-Kaufmann & Sandilos, 2010) and perhaps the success
experienced in Grade 8 TAGs will spur PJSHS stakeholders to consider working toward
extending TAGs to other grades in the school. Morse and Allensworth (2015) recommend a
whole-school, whole-child model in which advisories are developed and students engage as
active contributors to problem-solving in areas of education, health, and social issues. In this
way, the PJSHS mission of empowering all learners could be lived in a much more prominent
manner.
Shifts outside of PJSHS could motivate change as well. For example, population
fluctuations in the area GFSD covers could result in shifts to school catchment boundaries and
new grade configurations for PJSHS. This shift would impact the TAGs in place at that point and
require staff to work together to determine next steps. Ultimately, change comes in many forms
and can be episodic or continuous (Cawsey et al., 2019). Whether change occurs from within
PJSHS or from external influences, change is inevitable.
Through the research in preparation of the OIP, I have read extensively about leadership,
change, and change management. Two common themes emerged from the literature that are
valuable in consideration of the future of PJSHS. The first is the notion of collaboration, and the
second is the idea of continuous learning. These themes are also interconnected. Regardless of
where change comes from, change requires stakeholders and leaders to continuously learn and
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work together. As PJSHS moves into the future with TAGs or any change, it will be important to
ensure that people work and learn collaboratively, empowered to co-create their future.
Chapter Summary
Chapter 3 began with a plan for implementing TAGs through an AI process where
teachers establish the goals, outcomes, and timelines in relation to each phase of the process.
Monitoring and evaluation of the TAG implementation process was discussed and the PDSA
model was connected to the AI cycle as means to measure and evaluate the implementation
process. The plan for communication was shared, which combines the four-stage communication
plan (Cawsey et al., 2019) with the organizing framework focus areas from Lavis et al. (2003).
Finally, future steps revealed how TAGs may evolve at PJSHS, and potential considerations for
this, or any other change, should continue to reflect the essence of the school and its members.
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Appendix A
PJSHS Results of Kotter and Heskett’s (1992) Adaptive Culture Assessment

Adaptability statement

Not
ready

Somewhat
ready

Willingness to make change in culturally ingrained
behaviors

✔

Emphasis on identifying problems before they occur and

✔

Ready

rapidly implementing workable solutions
Focus on innovation

✔

Shared feelings of confidence about managing problems

✔

and opportunities
✔

Emphasis on trust
Willingness to take risks

✔

Spirit of enthusiasm

✔

Candor

✔

Internal flexibility in response to external demands

✔

Consistency in word and action

✔

Long-term focus

✔

Note. Adapted from Corporate Culture and Performance, by J. P. Kotter & J. L. Heskett (1992),
pp. 55–71. Copyright 1992 by Free Press.
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Appendix B
Readiness Questionnaire on the Need for Change
Readiness statement

Agree

Disagree

There are legitimate reasons for us to make a change.

A

D

There are a number of rational reasons for a change to be made.

A

D

No one has explained why a change must be made.

A

D

It doesn’t make much sense for us to initiate change.

A

D

Change is clearly needed.

A

D

The time we are spending on this issue should be spent on something
else.

A

D

I think we are implementing a change just because we can.

A

D

I think there are real student needs that make change necessary.

A

D

Change is being proposed after a sound evaluation of the school’s and
students’ current circumstances.

A

D

It is critical for us to move in a direction to address Grade 8 transition
students’ needs.

A

D

Note. Instructions: For each statement, circle A if you agree or D if you disagree. Adapted from
“Readiness for Organizational Change: The Systematic Development of a Scale,” by D. T. Holt,
A. A. Armenakis, H. S. Feild, and S. G. Harris, 2007, The Journal of Applied Behavioral
Science, 43(2), p. 238. Copyright 2007 by Sage.
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Appendix C
AI Implementation Plan Connected to PDSA Cycle

135
Appendix D
Grade 8 Student Survey

Item

Statement

1

My TAG advisor knows and understands me.

2

Having a TAG makes me feel less stressed.

3

My TAG feels like a family at school.

4

TAG has taught me important skills for being
successful in my classes.

5

My TAG has helped me make new friends.

6

My TAG has helped me feel more welcome at
PJSHS.

7

TAG helps me to be a better friend.

8

TAG helps me to be a better student.

9

I feel connect to my advisor.

10

I learned how to be more organized and manage
my time better in my TAG.

11

I feel safe and supported in my TAG.

12

TAG has taught me study skills and homework
completion skills.

13

What I am learning in my TAG is helping me in
other areas of the school.

14

TAG has given me strategies for how to react or
behave in different social situations.

15

My advisor will help me if I am unsure of how to
solve a relationship problem.

16

My TAG has taught me how to manage my
emotions.

I do not
agree

I agree
somewhat

I totally
agree

Note. Instructions: “Put a check mark in the area that best represents your level of agreement
with each statement about your Grade 8 TAG.” Odd numbered statements connect to students’
perceptions about relationships. Even numbered questions connect to students’ needs for right-fit.
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Appendix E
Executive Skills Questionnaire
Read each item below and then rate that item based on the extent to which you agree or
disagree with how well it describes you. Use the rating scale below to choose the appropriate
score. Then add the three scores in each section. Then, use the key to determine your executive
skill strengths (2–3 highest scores) and weaknesses (2–3 lowest scores).
_____________________________________________________________________________
Rating Scale
Strongly Disagree

1

Neutral

4

Disagree

2

Tend to Agree

5

Tend to disagree

3

Agree

6

Strongly agree

Item

7

Your score

1. I don’t jump to conclusions

_________

2. I think before I speak.

_________

3. I don’t take action without having all the facts.

_________
YOUR TOTAL SCORE: _________

4. I have a good memory for facts, dates, and details.

_________

5. I am very good at remembering the things I have promised to do.

_________

6. I usually do not need reminders to complete tasks.

_________
YOUR TOTAL SCORE: _________

7. My emotions seldom get in the way when doing my schoolwork.

_________

8. Little things do not affect me emotionally or distract me from the task at hand.

_________

9. I can set aside my personal feelings until after my work is complete.

_________

YOUR TOTAL SCORE: _________
10. No matter what the task, I believe in getting started as soon as possible.

_________

11. Procrastination is usually not a problem for me.

_________
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Item

Your score

12. I do not usually leave jobs or homework to the last minute.

_________

YOUR TOTAL SCORE: _________
13. I find it easy to stay focused on my work.

_________

14. Once I start an assignment, I work diligently until it’s completed.

_________

15. Even if I get interrupted, I can easily get back to completing my work.

_________

YOUR TOTAL SCORE: _________
16. When I plan out my day, I identify priorities and stick to them.

_________

17. When I have a lot to do, I can easily focus on the most important things.

_________

18. I typically break big tasks down into smaller tasks and timelines.

_________

YOUR TOTAL SCORE: _________
19. I am an organized person.

_________

20. It is natural for me to keep my work area neat and organized.

_________

21. I am good at maintaining systems for organizing my work.

_________

YOUR TOTAL SCORE: _________
22. At the end of the day, I’ve usually finished what I set out to do.

_________

23. I am good at estimating how long it takes to do something.

_________

24. I am usually on time for appointments and activities.

_________

YOUR TOTAL SCORE: _________
25. I take unexpected events in stride.

_________

26. I easily adjust to changes in plans and priorities.

_________

27. I consider myself to be flexible and adaptive to change.

_________

YOUR TOTAL SCORE: _________
28. I often evaluate how I am doing in my work, and figure out ways I can
improve.

_________

29. I am able to step back from a situation in order to make decisions that are not _________
based on feelings.
30. I “read” situations well and can adjust my behaviour based on how others
react.

_________

YOUR TOTAL SCORE: _________
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Item

Your score

31. I think of myself as being motivated to meet my goals.

_________

32. I easily give up immediate pleasures to work on long-term goals.

_________

33. I believe in setting and achieving high levels of performance.

_________

YOUR TOTAL SCORE: _________
34. I enjoy working in a fast-paced environment with high expectations.

_________

35. A certain amount of pressure helps me to perform at my best.

_________

36. Jobs that have some unpredictability appeal to me.

_________
TOTAL SCORE: _________

_____________________________________________________________________________
KEY
Items

Executive Skill

Items

Executive Skill

1–3

Response Inhibition

4–6

Working Memory

7–9

Emotional Control

10–12

Task Initiation

13–15

Sustained Attention

16–18

Planning/Prioritization

19–21

Organization

22–24

Time Management

25–27

Flexibility

28–30

Metacognition

31–33

Goal-Directed Persistence

34–36

Stress Tolerance

_____________________________________________________________________________
Strongest three skills: ___________________________________________________________
Weakest three skills: ____________________________________________________________
Note. Adapted from The Smart But Scattered Guide to Success, by P. Dawson and R. Guare,
2016, p. 20. Copyright 2016 by The Guilford Press.
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Appendix F
Teacher Efficacy and Affective Response Survey
On a scale of 1 to 5, where 1 is strongly disagree and 5 is strongly agree, indicate your
level of agreement with each of the following statements:

Section Item
A

B

Statement

1

Change needs to be implemented to better meet Grade 8 students’
needs for relationships and right-fit.

2

TAGs are the best way to address relationships and right-fit for
PJSHS Grade 8 transition students.

3

I have the necessary skills, knowledge, understanding, and tools to
implement TAGs successfully.

4

The school principal is committed to this change impacting the
future at PJSHS for years to come.

5

TAG implementation will benefit me as a teacher as it will improve
my skills and understanding to positively impact my relationships
with students and ensure I approach students with a pedagogical
right-fit.

1

I believe I am developing deeper relationships with my Grade 8
students.

2

I believe I am assisting Grade 8 students in developing their
executive functioning skills.

3

I am developing important skills as an advisor.

4

I feel confident in my ability as a TAG advisor.

5

I could capably help another teacher learn about TAGs and the role
of advisor.

Rating
(1 to 5)

Note. Section A based on “Reflections: Our Journey in Organizational Change Research and
Practice,” by A. A. Armenakis and S. G. Harris, 2009, Journal of Change Management, 9(2), p
129. Copyright 2009 by Taylor & Francis.
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Appendix G
Timelines, Measures, and Objectives for Monitoring and Evaluation
Timeline

Measurement tools

Objectives

September
2024

• Teacher efficacy and
affective response survey
• AI core team teacher
interviews

• Establish baseline of teachers’ perceptions as
change is introduced and AI process begins
with the discovery phase.

February
and June
2025

• Teacher efficacy and
affective response survey
• AI core team teacher
interviews

• Assess improvements in teachers’ efficacy
perceptions of the change process as the dream
and design phases are completed. Are teachers
ready to start TAGs in September 2025?
• Make any course corrections needed prior to
September.

September
2025

• Grade 8 student survey
• Executive skills
questionnaire
• Electronic log entries
• Teacher efficacy and
affective response survey
• AI core team teacher
interviews

• Establish baseline related to Grade 8 students
as they start TAGs at PJSHS.
• Establish a baseline of teachers’ perceptions as
the destiny phase of TAGs are in effect.

January
2026

• Grade 8 student survey
• Executive skills
questionnaire
• Electronic log entries
• Teacher efficacy and
affective response survey
• AI core team teacher
interviews

• Increased improvement in number of
“somewhat” and “totally agree” categories
from December measure.
• More “agree” qualifiers selected than in
December.
• Fewer entries or no new entries from
December.
• Improvement in number of “somewhat” and
“strongly agree” categories from December.
• Improvement in teachers’ perceptions that they
are becoming competent in leading TAGs, and
TAGs are achieving objectives as destiny phase
ends.

April 2026

• Grade 8 student survey
• Executive skills
questionnaire
• Electronic log entries

• More students choose “totally agree” than from
February measure.
• More “agree” qualifiers were selected than in
February, and by more students.
• Fewer entries or no new entries from February.
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Timeline

Measurement tools
• Teacher efficacy and
affective response survey
• AI core team teacher
interviews

Objectives
• More “strongly agree” categories chosen than
in February.
• Significant improvement from baseline
measures in teachers’ efficacy and belief that
TAGs are addressing students’ needs for
relationship and right-fit.
• All data are evaluated in their entirety to
determine any changes to be made in the PDSA
Act phase before a new cycle begins.
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Appendix H
Aligning AI Phases, PDSA Phases and Communication Plan Stages

